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ABSTRACT 
 
This study investigates physical education (PE) teachers’ careers and professional 
development in the context of Taiwanese junior high schools (pupils aged 12-14), where 
a national educational reform – the Grade 1-9 Curriculum – was launched in 2001. In 
particular, from teachers’ perspectives, this study addresses questions about (1) how and 
why selected Taiwanese PE teachers engage in professional learning over their careers; 
(2) the impact of the introduction of a new curriculum and policies; (3) ways in which 
professional learning could be supported more effectively. Eight case study PE teachers, 
who simultaneously worked as local coordinators, were invited as participants. Life 
history method was followed by data analysis using constructivist grounded theory to 
generate findings at three levels: individual life histories, cross-case themes and a 
theoretical framework. In addition, the process of data analysis, both manually and 
using a popular software package, is critically compared. The findings suggest that 
teachers’ beliefs about professional development were closely connected to their 
individual career histories, and these were influenced by a set of personal and 
contextual factors in relation to their professional lives. Moreover, despite a major 
government curriculum reform, the implementation of the new curriculum resulted in 
very little change to these teachers’ practices, because: (1) the curriculum guidelines 
were very flexible and were difficult for teachers to fully understand; and (2) there was 
a lack of evaluation of, or accountability for, teachers’ practices. This study suggests 
that the Taiwanese government’s aspirations for radical changes to teachers’ practice 
(both teaching and learning) are more likely to be realised by ensuring that policies and 
the new curriculum are based on a more realistic understanding of teachers’ lives and 
careers.  
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Chapter 1: Introduction 
 
1.1 Introduction: The Social Background of This Study 
Following the focus on educational improvement worldwide, the Taiwanese 
Government launched a series of educational policies that were progressively 
developed since the late 1980s; and these were finally implemented as an educational 
reform called the ‘Grade 1-9 Curriculum’ for compulsory education in 2001. With the 
purpose of providing students with integrative learning experiences, relevant subjects 
were supposed to combine into shared ‘Learning Areas’, and thereby physical 
education (PE) and health education (HE) were integrated as the Health and Physical 
Education Learning Area (HPELA). As a consequence, PE teachers from junior high 
schools (pupils aged 12-14), who had mainly been trained to teach PE, were required 
to engage in integrative curriculum design and practice. 
 
In order to achieve this target, the Ministry of Education (MOE) proposed that 
teachers should conduct Integrative Teaching or Team Teaching. The former meant 
one PE teacher could teach the learning content of both PE and HE, whereas the latter 
suggested that a PE teacher could provide integrative learning experience by 
collaborating with HE teachers. In addition, the detailed prescription that characterised 
the previous PE curriculum standards was changed to flexible guidelines in order to 
encourage the design of school-based curricula (MOE, 2003a, 2003b, 2007). These 
appeared to be dramatic changes for all Taiwanese PE teachers. In order to help all 
teachers to adapt to this educational change, the MOE launched a series of innovative 
professional development policies and provided a large number of official in-service 
training courses along with the introduction of the Grade 1-9 Curriculum. 
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From 2001, although some national meetings were called to review the 
implementation of the curriculum reform (MOE, 2002), no research has been 
conducted to explore the impact of the implementation of new curriculum and 
professional development policy upon PE teachers’ practice, particularly from their 
perspectives. The purpose of this study, therefore, was to investigate how Taiwanese 
PE teachers responded to the education change. My previous working experience as a 
PE teacher meant that I am aware that being a school teacher tends to be a life-long 
job, and that teachers rarely leave the teaching profession or change their working 
sites. It seemed important, therefore, to investigate how PE teachers’ limited career 
development prospects would affect their engagement in continuing professional 
development (CPD) around the new curriculum, and whether it changed their teaching 
practices.  
 
1.2 The Research Questions 
In an attempt to investigate the impact of the new educational reform in Taiwan 
through teachers’ eyes, this study takes a qualitative research approach. Specifically, 
this study employs a life history approach (Goodson & Stakes, 2001) along with the 
analytical procedure of constructivist grounded theory (Charmaz, 2000, 2006). In 
qualitative research, increasingly precise research foci often evolve as the research 
progresses. The research questions that guided and underpinned this study are:  
1. How and why do Taiwanese PE teachers engage in professional development 
throughout their lives and careers? 
2. What is the impact of the introduction of the Grade 1-9 Curriculum and other 
related new policies upon Taiwanese PE teachers’ learning and practice? 
3. How can Taiwanese PE teachers be supported to learn more effectively in the 
interests of their pupils’ learning? 
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1.3 Thesis Structure 
In Chapter Two, the literature review chapter, the first section begins with reviewing 
the development of PE and educational policy, and how they influence school PE 
curricula. In particular, the features of the Grade 1-9 Curriculum and its demands for 
changes in PE teachers’ practice are explained. In addition, the policy structures that 
regulate teachers’ career and professional development are also reviewed. The second 
section moves on to review the literature about teachers’ professional development by 
answering questions such as: why and how teachers need and pursue CPD; and, how 
can teachers’ professional development be understood through learning theories? 
After conducting the analysis of data, an additional sub-section about professionalism 
is added to illustrate how teachers may be guided in their career and professional 
development. More specifically, the third section starts with an overview of literature 
that investigates PE teachers’ work and learning through life story/history approaches. 
This is followed by reviewing the developing arguments about PE teachers’ learning, 
and then the factors that impact PE teachers’ commitment to their work. 
 
Chapter Three presents the methodology that underpins this study. After a short 
review of the structure of different research paradigms, this chapter reflects on my 
own experiences that have guided the selection of research topics and the 
methodology of this study. It then moves on to review the selected research 
approaches and methods, including grounded theory, life history, interview and 
observation; and to demonstrate their methodological coherence by identifying their 
epistemological roots. After identifying the methodology used, information on the 
conduct of the fieldwork is presented. This includes: how and why the participants 
were selected; what research methods were employed and why; and how relationships 
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with the participants were developed and maintained. The introduction of fieldwork is 
then followed by a detailed report of the process of data analysis, particularly relating 
to the analytical problems that were encountered and how they were solved. 
Eventually, a set of developed analytical procedures is presented. 
 
Chapter Four sets out the presentation of research findings in the form of eight 
individual life histories. This reporting format has been selected to demonstrate the 
uniqueness of each participant and it provides sufficient contextual knowledge to help 
readers to understand the cross-case findings that are presented in the following 
chapters. Cross-case findings about ‘career development and commitment’ and 
‘continuing professional development’ are presented in Chapters Five and Six 
respectively. These two chapters answer the first research question, that is, how and 
why Taiwanese PE teachers engage in professional development throughout their 
careers. Chapter Seven – ideas about PE and reactions to the Grade 1-9 Curriculum – 
answers the second research question, how the teachers responded to the educational 
change. Then, in Chapter Eight, a grounded theoretical framework is provided to 
answer the third research question, how PE teachers can be supported to learn more 
effectively. Additionally, it should be noted that the discussion within each of the 
cross-case chapters includes links to relevant literature.  
 
Finally, Chapter Nine summarises the research process and the findings that address 
the three research questions of this study. This is followed by suggested 
recommendations to policy makers for the development of CPD and the identification 
of potential future research. A statement about the limitations of the study and 
application of research findings is provided at the end of this chapter. 
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Chapter 2: Review of the Literature 
 
The social and educational backgrounds that underpin Taiwanese PE teachers’ work 
and learning are reviewed in the following sub-sections. Firstly, key social and 
educational events that mark the development of Taiwan’s education and PE are 
introduced. This is followed by an outline of the historical development of PE 
curricula. The features of PE in the latest education reform – the Grade 1-9 
Curriculum – and its expected impact upon PE teachers’ teaching practice are 
illustrated in the third and fourth sub-sections. In order to understand Taiwanese 
teachers’ learning and work contexts, the fifth and sixth sub-sections summarise 
governmental policies relating to teachers’ CPD and career development. Finally, in 
the conclusion, key points influencing the fieldwork design are identified. 
 
 
2.1 The Development of PE Teaching and Teachers’ CPD in Taiwan 
2.1.1 Some historical events for Taiwan’s education and PE 
Reviews of the development of Taiwan’s education and PE usually start from 1945, 
when the period of Japanese colonisation ended and Taiwan was taken over by the 
current governmental body, the Republic of China (R.O.C.). After a civil war in 1949, 
the major political body of R.O.C. moved geographically from Mainland China to 
Taiwan. It was then that political and military tensions between R.O.C and People’s 
Republic of China (P.R.O.C.) occurred. (In the following sections P.R.O.C. will be 
represented as China, and R.O.C. will be represented as Taiwan). Such tensions 
between Taiwan and China led to the Taiwanese government connecting PE with not 
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only educational but also military purposes between the 1950s and 1980s (Tseng, 
1999, 2003a).  
 
In 1968, compulsory education was extended from six years to nine years (for pupils 
aged six to fifteen). Consequently, all pupils were expected to take more PE as they 
started to stay in compulsory education longer. In 1971, Taiwan was excluded from 
membership of the United Nations; and, in 1978, the United States of America ended 
its diplomatic relationship with Taiwan. Under such political marginalization in the 
1970s, the Taiwanese Government was dedicated to developing elite sport in schools, 
and it tried to promote the image of Taiwan by sending youth sports players abroad to 
take part in international tournaments (Lin, 2003a). With regard to this situation, the 
Regulation of Young Sports Elites’ Entrance to Higher Education, which was initiated 
in 1966 and has been amended several times over the years, has been a notable 
support to young players’ engagement in elite sport. 
 
Along with the rise in economic and living standards, the tension between Taiwan and 
China was slightly eased from military to political opposition. Thus, martial law was 
removed in 1987, and the strictly regulated atmosphere in Taiwanese society started to 
change. In step with these changes, PE was also able to emphasize its educational 
purpose (Tseng, 2003). In addition, PE became part of society’s concern with issues 
such as leisure and health promotion. The evidence is that, from the 1980s, the 
Ministry of Education (MOE) started to encourage inter-school sports tournaments as 
part of the development of school PE (Lin, 2003a). 
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The 1990s was a period of radical change in Taiwan’s education, and this resulted in 
curriculum reform in the early 2000s. Some key social and educational events are 
selected from the official website: The History of Ministry of Education 
(http://history.moe.gov.tw/), and presented along with explanations drawn from other 
references (MOE, 2003b): 
 1994 The ‘Teacher Education Act’ was published. It indicated that teacher 
education programmes could be held at universities other than Normal 
Colleges and Universities. (In Taiwan, there were three Normal 
Universities and nine Normal Colleges that were specifically responsible 
for producing elementary and high school teachers. After this Act, 
institutes that were permitted to establish a teacher education centre could 
also provide teacher education programmes.) 
 1994 A rally, for the first time, was held by several civil societies to call for 
educational reform. It was held on April 10th, so was called ‘410 education 
reform rally’. It was also considered to be the beginning of curriculum 
reform. 
 1996 The ‘Teachers’ Act’ was published to ‘elevate teachers’ professional status 
by specifying their rights and obligations’. 
 1996 The first national election of President to be held in Taiwan. 
 1997 A special group for curriculum development was assembled to draw up a 
new curriculum for compulsory education. During the drawing up of the 
new curriculum, voices of academia, politicians, schools, industries, 
women and parents were invited. 
 1999 The initial draft of the new Grade 1-9 Curriculum was published and 
practised in selected schools. 
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 2001 The Grade 1-9 Curriculum was implemented across the country (starting 
with fourth graders in primary schools and first year students in 
junior-high-schools). A series of policies on teachers’ qualifications and 
professional development was also launched. 
 2003 National meetings were held to review the implementation of the Grade 1-9 
Curriculum. Some key indications about the curriculum reform were 
amended. In 2004, the MOE launched a national project to reinforce the 
function of Advisory Groups; and more coordinators were produced to 
facilitate the implementation of the curriculum reform. 
 
The above represents an overview of key educational events in Taiwan that are 
relevant to this study. The following sub-section moves on to review the development 
of the PE curriculum and teacher training.   
 
2.1.2 The development of the school PE curriculum in Taiwan 
The first school curriculum was introduced in 1912, when the R.O.C was established 
in Mainland China; and it was brought to Taiwan from 1945. Since then, school PE 
has adopted western sports, such as ball games and track and field (Hsu & Hsu, 1999). 
Despite being colonized by Japan, Liu and Silverman (2006) argued that Taiwanese 
PE was westernized from 1945 because many of the education leaders had graduated 
in the USA. Thus, Taiwanese PE included a range of physical activities that were 
“mostly drawn from the Olympics and the US educational system” (Liu & Silverman, 
2006, p. 175).  
 
Lin (2003b) reported that there have been three major editions of the PE curriculum 
prior to the most recent curriculum reform. In 1972, teaching goals and sports 
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activities were specified. In 1983, there was a major amendment to the curriculum. In 
particular, optional sports activities were introduced; and sports activities that were 
inappropriate for the climate in Taiwan, such as winter sports, were removed. In 1995, 
the curriculum was simplified, and PE learning assessment was introduced. The 1995 
PE curriculum appeared to represent understandings of PE by the majority of 
Taiwanese teachers before (or even after) the implementation of the Grade 1-9 
Curriculum. Key features of the 1995 PE Curriculum Standard are summarised below: 
 Main goals of the 1995 PE curriculum (from the teachers’ perspective)  
1. Promote pupils’ physical (body) and mental development (sports knowledge); 
2. Develop pupils’ interests in pursuing life-long exercise and well-being; 
3. Develop pupils’ moral attitude and behaviour through sports; 
4. Develop pupils’ health knowledge and behaviours.        (MOE, 1995a. p. 9) 
 
 Sub-goals of the PE curriculum (from the pupils’ perspective) 
1. Understand the principle of sport skills, and build up appropriate knowledge 
about how to engage in physical activity; 
2. Participate in physical activity, advance sports skills and promote fitness;  
3. Develop interpersonal skills such as communication and cooperation in PE; 
4. Enjoy and appreciate the beauty of sports, and develop foundations for the pursuit 
of life-long exercise.                                  (MOE, 1995b, p. 12) 
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 Guidelines for PE teaching 
Teaching material is divided into seven main categories: track and field; gymnastics; 
ball games; dance; martial arts; other sports events; and general knowledge. Within 
each main category, specific sport activities and skills are suggested (MOE, 1995a, 
1995b). 
 Assessment of PE learning 
Assessment is categorized into three main sections: cognition, attitude and skills. PE 
teachers should assess pupils’ learning from what has been taught. In addition, there 
are specific percentages indicated for the composition of the final score. In the 
assessment of junior-high-school PE, pupils’ knowledge in PE represents 25%, 
pupils’ sports spirit and learning attitude represents 25%, and pupils’ skill and 
performance represents 50% of the total (MOE, 1995b). 
 
Additionally, a number of government-funded in-service training courses were 
launched across Taiwan from the 1990s. These courses aimed to complement 
traditional skill-based PE teaching by introducing alternative PE pedagogies. As will 
be noted later in this thesis, the experiences of the case study teachers in this study 
suggest that these courses had a wide influence on PE teaching in Taiwan. In all there 
were three key approaches: Fun PE Teaching, Adapted PE, and Teaching Games for 
Understanding (TGfU). Firstly, Fun PE Teaching was developed by scholars of the 
National Taiwan Normal University (NTNU), and it proposed the use of modified 
games or physical activity to make the process of skill learning more enjoyable for 
children. Secondly, Adapted PE was developed due to increasing interest in inclusive 
education and special education. In terms of the third approach, Liu (2010) reported 
that TGfU was introduced and began to be popular from the early 2000s. Moreover, 
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due to the implementation of the Grade 1-9 Curriculum in compulsory education (for 
pupils aged 6-14) (Figure 2.1), subjects were integrated into Learning Areas. In this 
case, PE was integrated with HE to form the Health and Physical Education Learning 
Area (HPELA) (Figure 2.2). Thus, health became another key concern for PE teachers 
(more details about the curricular change to junior-high-school PE will be outlined in 
the next sub-section). Keh (2005) stated that such integration could, in one sense, be 
considered a status promotion for PE, because PE had been one of twenty-one subjects 
in the previous junior-high-school curriculum, and it became one of the seven 
Learning Areas in the curriculum reform.  
 
In general, Lin (2003b) points out that there has been encouragement for PE lessons in 
Taiwan to include fun element and to be student-centred over the past three decades. 
However, there is some evidence to suggest that PE teachers have struggled to gain 
such support from the government and school for PE teaching innovation. Keh (2005) 
indicates that, although PE has always been considered a foundation of community 
and competitive sport, “PE in school did not enjoy much respect” due to “a number of 
cultural and social reasons” (p. 660). Few studies have investigated PE teachers’ status 
or working conditions in this context, therefore it is worth considering the conditions 
teachers face and exploring how these affect their implementation of the new 
curriculum. 
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Figure 2.1 The Current School System  
Source: MOE (2010). The Current School System. Retrieved from 
http://english.moe.gov.tw/ct.asp?xItem=153&CtNode=499&mp=1 
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Figure 2.2 The structure of Learning Areas in the Grade 1-9 Curriculum  
Source: MOE (2005) The structure of Learning Areas in the Grade 1-9 Curriculum. 
Retrieved from 
http://english.moe.gov.tw/ct.asp?xItem=391&ctNode=784&mp=3 
 
2.1.3 The Grade 1-9 Curriculum: key innovations to PE 
The origin of the latest curriculum reform in Taiwan was rooted in the international 
focus on educational improvement aimed at producing outstanding citizens for the 21st 
century. The initiation of the new curriculum was led by educational ideologies such 
as: (1) “humanism”, that aims to include every pupil; (2) “post-modernism”, which 
calls for teacher autonomy, relieving pupils’ stresses in studying and the inclusion of 
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the voices of different groups in the making of educational policy; (3) “knowledge 
society”, that suggests that the boundaries among subjects should be integrated rather 
than fixed; and (4) “constructivism”, which believes knowledge is constructed 
between human and culture. Thus, from this combination of ideologies, it can be 
viewed as essential to develop context-linked learning experiences for pupils rather 
than spoon-feeding them pre-determined and isolated knowledge (MOE, 2003b, pp. 
7-8). 
 
In comparison with the previous curriculum, the most important feature of the Grade 
1-9 Curriculum is that it aims to provide pupils with integrative learning experiences. 
Therefore, related subjects were integrated as ‘Learning Areas’; curriculum content 
was categorized by competence instead of a subject-knowledge framework; and the 
curriculum description was designed as a set of flexible guidelines rather than a fixed 
standards. In addition, it was suggested that teaching materials should be cross-subject 
by referring to the Ten Core Competences and dealing with the Six Major issues.  
 
The “Ten Core Competences” include: (1) self-understanding and developing personal 
potential; (2) appreciating, performing and creating; (3) career planning and lifelong 
learning; (4) expressing, communicating and sharing; (5) respecting, caring and team 
work; (6) developing culture and international perspectives; (7) planning, organising 
and practising; (8) using information technology; (9) studying actively; and (10) 
independent thinking and problem-solving. The “Six Major Issues” refer to: (1) 
gender; (2) environment; (3) information technology, (4) human rights, (5) home 
economics and (6) career development (MOE, 2007, pp. 5-6, 12). 
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In the HPELA curriculum guideline, the ultimate goal is to achieve well-being – a 
definition taken from the American Alliance for Health Education, Recreation, and 
Dance – that comprises the development of physical fitness, emotional fitness, social 
fitness, spiritual fitness and cultural fitness (MOE, 2003a). In putting this concept into 
practice, the major concern is to facilitate pupils’ learning through “mental and 
physical development and health management, sports and motor skills, healthful 
environments, fitness and lifestyle choices” (MOE, 2007, p7). More specifically, it 
indicates that pupils should: 
1. Respect lives and achieve personal health and well-being, 
2. Develop knowledge, attitudes and skills for health promotion, 
3. Develop knowledge and skills of doing sport and increasing fitness, 
4. Cultivate the ability for interpersonal relationships and social interaction,  
5. Understand how to build up healthy community and environment, 
6. Plan and implement strategies of health promotion, and  
7. Use information, products and services in relation to HE and PE. 
(MOE, 2003a, p20) 
 
In responding to the above Curriculum Goals, the content of the HPELA curriculum 
guidelines is categorized into the following Competences of Learning Area (MOE, 
2003a):  
(1) Growth and Development;  
(2) Human and Food;  
(3) Sports Skills;  
(4) Sports Participation;  
(5) Secure Life;  
(6) Healthy Mind; and  
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(7) Positive Social Well-being. 
 
Additionally, specific Competence Indicators are placed under the above competences 
to guide teachers’ curriculum design. In total, there are 106 Competence Indicators in 
HPELA. The entire content of the 1994 PE Curriculum Standard appears to fit into the 
third (Sports Skills) and fourth (Sports Participation) Competences of HPELA. 
However, the major change was that indications about specific sports skills were 
removed. For example, the previous curriculum indicated that pupils should learn 
specific skills such as: ‘Basketball passing, dribbling and shooting’ (MOE, 1995a, 
P15), but in HPELA such indications converted into the following Competence 
Indicators: 
 
3-3-1 Developing specific sports skills 
3-3-2 Being able to estimate own and others’ performance 
3-3-3 Using strategies while playing individual sports or group matches 
3-3-4 Putting strategies into practice in order to improve performance  
3-3-5 Applying rules and skills in match play            (MOE, 2003a, p. 22) 
 
(The above codes represent competence, learning stage and sequence. The first code, 
‘3’, means it belongs to the third Competence of Learning Area: Sports Skills; the 
second code, ‘3’, means it fits in the third stage: junior-high-school for pupils aged 
12-14 years old; the third codes ‘1, 2, 3, 4 and 5’ represent the sequence.) 
 
Importantly, according to the official statement in the HPELA curriculum, a 
fundamental notion that drives PE curriculum reform is to avoid pupils becoming 
frustrated in drills and practising standardised skill performance (MOE, 2003a). This 
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approach was believed to be the reason for a reported loss of young people’s interests 
in learning and engagement in sports. Shy (2003), however, points out that, although 
the Competence Indicators are made to be flexible so as to allow the design of a 
school-based curriculum, they might also give the impression that sports skills are not 
important. Moreover, as the guidelines are flexible they can, paradoxically, allow 
teachers to deliver PE teaching based on their personal strengths or preferences which, 
again, might be centred on sports skills. Indeed, Tseng (2004) notes that it is possible 
for PE teachers, who misinterpret or do not fully understand the Competence 
Indicators, to make no changes to their practice in response to the new curriculum.  
 
The HPELA occupies 10 to 15 % of the total school time which is a period of three 
lessons per week. The number of Competence of Learning Areas relating to PE seem 
to be fewer than HE (only the third and fourth Competences of Learning Areas belong 
to PE), and this seems to imply that the PE lessons along with physical activities 
should be reduced as well. In order to prevent such misinterpretation, in 2003, a 
review meeting was called by PE scholars to discuss how such implied proportions 
might influence the head teachers’ or school administrators’ decisions, and to make a 
statement that the proportion between HE and PE lessons should be 1 to 2 (National 
Institute of Educational Research Preparatory Office [NIERPO], 2003). This 
statement was than endorsed by the MOE in 2003.  
 
Interestingly, an official handbook of PE Teaching Materials, which combined 
Competence Indicators with specific sports skills (folk sports, track and field, 
gymnastics, badminton, soccer, table tennis, volleyball, baseball, basketball, 
swimming and basic physical movement), was published in 2009 (MOE, 2009). This 
handbook was produced from a three-year project funded by the MOE and conducted 
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by the Research and Development Centre of Physical Education of the National 
Taiwan Normal University. While Competence Indicators relating to sports skills are 
flexible, the quality of PE teaching is likely to vary according to the individual PE 
teachers’ professional background. Thus, the publication of this handbook aims to 
assist the design of PE teaching for PE teachers and those who teach PE without a 
physical education teacher education (PETE) training background. Although this 
development might be interpreted as a return to the focus on sport skills as located in 
earlier curricula, no research in relation to this has been conducted. In addition, since 
this handbook was published after the completion of my fieldwork, no data relating to 
it were collected.  
 
2.1.4 Integrative and Team Teaching in HPELA 
Unlike teachers at elementary schools, high school teachers before the curriculum 
reform had been trained and were committed to deliver one major teaching subject. 
There is no doubt, therefore, that the integration of subjects was anticipated to have a 
significant impact upon teachers’ teaching and learning.  
 
At the beginning of the curriculum reform, the MOE requested that teachers conduct 
Integrative Teaching or Team Teaching in order to provide pupils with integrative 
learning experiences (MOE, 2003a). For teachers, Integrative Teaching was 
understood to be one teacher studying and integrating the subject knowledge between 
PE and HE and then delivering all lessons of HPELA. Alternatively, Team Teaching 
suggested that teachers who only have knowledge of one major subject should 
collaborate with their colleagues so that integrative learning experiences could still be 
delivered. However, both teaching approaches appear to be challenging especially for 
junior-high-school teachers who often have specialised in one subject and are used to 
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teaching independently. Furthermore, Huang and Hsieh (2003) argue that, in the initial 
period of curriculum reform, both approaches were exaggerated by some educational 
scholars. It resulted in a misconception that Integrative and Team Teaching were the 
only ways to provide integrative learning experiences. Such misunderstanding led to 
real problems for both school teachers’ and administrators’ practices, particularly 
when they lacked the competence and resources to enact such change (Chen & Kuo, 
2004). Later, in 2002, the MOE called for a series of review meetings on the 
implementation of the new curriculum. The result was a policy amendment allowing 
teachers to deliver only in their area of strength. Integrative Teaching was, therefore, 
no longer compulsory (MOE, 2002). A year later, the MOE (2003b, 2003c) 
announced that it was more important to establish professional communication among 
teachers, rather than practising both approaches without considering their individual 
nature and purpose. 
 
A number of researchers have indicated that there are several ways of providing 
integrative learning experiences. From a practical viewpoint, it is suggested that PE 
teachers should integrate existing skills and knowledge within PE before linking it 
with HE or with other Learning Areas. It is not necessary to link every part of PE and 
HE if they are not compatible (Huang & Hsieh, 2003; Tseng 2003b, 2004; Chen, 
2004). Moreover, a so-called “Theme Integration Model” was presented as another 
solution. The model allowed both PE and HE teachers to deliver to their strengths in 
separate lessons; however, it required teaching materials in both PE and HE lessons to 
be organised within the same theme. For example, under the theme ‘safety life’, PE 
teachers could teach warm up, stretching and increasing muscle strength in PE lessons, 
while HE teachers could deliver relevant knowledge such as physiology and first aid 
in HE lessons (Tseng, 2003b). 
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Apart from teaching, the educational reforms also resulted in dramatic changes to the 
way teachers experienced professional development. The next section reviews policies 
in relation to teachers’ CPD before and after curriculum reform. 
 
2.1.5 Policies relating to teachers’ professional development  
2.1.5.1 Official Acts relating to teachers’ CPD  
In Taiwan, the earliest policy relating to teachers’ professional development was 
referred to as the Public School Staff Salary Regulation 1973. According to this 
regulation, all school staff’s salaries, which are divided into thirty-six ranks, are based 
on educational qualification, and teachers are promoted to a higher rank each year. In 
addition, if a higher educational degree is acquired by in-service teachers, the salary is 
reassigned to a higher rank, although only educational qualifications such as Masters 
or Doctor of Philosophy are taken into account. For example, for teachers of the same 
seniority in their teaching careers, the salary of one who holds a Masters degree is six 
ranks higher than one who holds only an undergraduate degree. No research has been 
found on the impact of this regulation, but it is noted later in the thesis that in 
analysing the case teachers’ CPD, this appears to have been a substantial 
encouragement for teachers to pursue postgraduate study. 
 
In 1985, the MOE published the Elementary and Junior High School Teachers’ 
In-service Training Regulation 1985-1996. It indicated that approved in-service 
training activities were:  
(1) Attending lectures at collages or universities;  
(2) Conducting postgraduate study;  
(3) Pursuing relevant in-service training courses, practise or visiting; and  
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(4) Conducting relevant research, translation or innovation;  
(5) Other forms of professional development approved by the administration 
(Article 3). 
 
However, amongst the above learning activities, only training courses organised by 
Normal College/University or certain qualified universities (Article 4) were approved. 
Moreover, teachers could conduct professional development during a full school-year 
sabbatical, or during their off-duty time such as winter/summer vacations, weekends 
and workday evenings (Articles 5, 11 & 12). Nevertheless, in 1996, the above 
regulation was replaced by another new policy: Reward for Teachers’ Professional 
Development Regulation. This regulation approved CPD activities similar to the 
previous regulation but allowed for them to be provided by more institutions (Article 
3). In addition, the period available for pursuing CPD became more flexible. The most 
important innovation was that teachers were allowed to apply for a weekly 
eight-hour-leave to conduct part-time postgraduate study (Articles 4 & 5). 
Furthermore, teachers’ professional development was supported in the following 
ways: 
(1) Providing funding for attending CPD; 
(2) Offering studentships provided by official organizations or research groups; 
(3) Salary promotion; 
(4) Assisting the publishing of research findings; 
(5) Considering CPD experiences when hiring; 
(6) Considering CPD experiences as one of the criteria for selection of head 
teachers and directors; 
(7) Awarding medals for those who were regarded as making an outstanding 
contribution (Article 7). 
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It is important to note, however, that funding for the above learning activities is only 
available when teachers are recommended by their school administrators. Notably, 
salary promotion is only associated with acquisition of postgraduate degrees. 
 
Additionally, the Teachers’ Act, launched in 1995, was a milestone for the teaching 
profession in Taiwan. In the Act, Chapter IV: “Rights and Obligations”, it is stated 
that teachers should “conduct research and studies related to teaching” (Article 17, 
point 5). Furthermore, Chapter VI, “Further Studies and Research” also indicates how 
teachers can and should be supported in pursuing CPD. Relevant articles are listed 
below: 
Article 21: To elevate educational quality and to encourage the further studies 
and research of teachers of all levels, the related competent educational 
authorities and schools shall establish institutions or organizations for 
further studies and research based on actual needs; its regulations shall 
be prescribed by the Ministry of Education. 
Article 22: Teachers of all levels, when in service, shall be actively engaged in 
further studies and research on knowledge related to teaching; the 
reward regulations for the further studies and research of teachers shall 
be prescribed by the Ministry of Education. 
Article 23: Teachers engaged in in-service education are entitled to leave with 
pay or leave without pay; the funds for further studies and research 
shall be budgeted by the school or the relevant educational authorities. 
The relevant regulations shall be prescribed by the Ministry of 
Education. 
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2.1.5.1 CPD Policies launched along with the curriculum reform  
In addition to the above policies, since 2001 the MOE has launched several innovative 
CPD policies in association with the curriculum reform. In general, the most 
noteworthy innovation was that the MOE started to emphasize collaborative learning 
and school-based or region-based in-service training.  
 
Firstly, the integration between subjects also produced organizational change in 
school Curriculum Development Committees. PE teachers who used to belong to a 
committee of Skilled Subjects were reallocated to HPELA. In general, the committee 
is responsible for (1) completing the school curriculum plan for the coming semester, 
(2) determining the learning periods (number of lessons) for each learning Area in 
each grade, (3) reviewing and selecting textbooks recommended by the school staff, (4) 
developing learning topics and activities, and (5) conducting curriculum and 
instruction evaluation (MOE, 2007). This is an important change for PE teachers who, 
in theory at least, are now part of the central organisation of schools. 
 
Secondly, Time for Learning Area (TLA) was scheduled in order to facilitate 
communication amongst teachers of the same Learning Area. The period of TLA was 
decided by the MOE and school administrators arranged teachers’ teaching timetables 
to ensure they had no lessons to teach during this period. This meant that teachers in 
the same Learning Area could (1) discuss teaching or administrative agendas, (2) hold 
curriculum development meetings or (3) participate in in-service training courses 
together. For instance, in Taipei City and County, the TLA for HPELA is held every 
Thursday morning. Thus, HE and PE teachers are able to use this opportunity to meet, 
discuss and learn in either their school or a partnership school. Notably, in the 
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introduction stage of curriculum reform, theoretical in-service training courses relating 
to the Grade 1-9 Curriculum were often held during TLA. 
 
Thirdly, in order to ensure teachers’ participation in in-service training courses, the 
MOE published the Requirement of CPD Hours, which indicated that teachers should 
attend at least 18 hours of in-service training courses in each academic year. After 
2003, the MOE cancelled this regulation; and similar requirements were then decided 
by local governments. 
 
The fourth strategy used to enhance teachers’ quality relating to the Grade 1-9 
Curriculum was to encourage them to pursue a certificate for an additional major. 
Such a strategy was based on the Teacher Education Act: Enforcement Rules 1995, 
Article 6: high-school teachers with one certified major, can be certified in an extra 
subject as long as relevant courses are acquired and approved. This was an attempt to 
produce teachers of a Learning Area rather than of a subject. Provided that credits of 
additional courses were completed and approved, both pre-service and in-service 
teachers could be certified in an additional major.  
 
However, although innovative CPD courses, such as workshops and experience 
sharing, have appeared since the latest educational reform, Ku (2002) argues that they 
remain largely theoretical, organised top-down and designed in the form of a 
received-knowledge model. Ideas and experiences associated with the new curriculum 
are mainly delivered by so-called educational experts or teachers selected from other 
schools. Ku points out that such approaches have rarely been found to be effective in 
helping teachers to develop critical reflection and collaboration. In addition, Lo (2004) 
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argues that most of the theoretical courses relating to curriculum guidelines and other 
pedagogical issues have provided very little practical help to teachers.  
 
2.1.5.3 Modification of CPD policies since 2003 
Surprisingly, perhaps, 2003 saw another wave of major innovations in CPD policies. 
In that year, Integrative and Team Teaching became optional. In order to improve the 
quality of teaching, the MOE launched polices that indicate teachers’ professionalism 
in a more specific way. For instance, in September 2003, the MOE published the 
Enforcement Rules of Act of School Hygiene to indicate that all teachers involved in 
HE teaching should attend at least eighteen hours of health-related in-service training 
courses (Article 13). In addition, a project called Multiple Professional Development 
was launched to improve the quality of CPD provision in the following directions: 
 
1. Evaluating the need for teachers’ professional development in Taiwan; 
2. Providing encouragement for pursuing CPD, such as funds; 
3. Classifying the level of in-service training (fundamental and advanced); 
4. Designing multiple paths for pursuing CPD, such as: (1) organizing 
school-based in-service training, (2) setting up regional centres of teachers’ 
professional development, (3) encouraging teachers to conduct action research, 
(4) launching cascade learning provided through Advisory Groups (5) 
providing courses for junior high school teachers to develop sub-majors; 
5. Connecting resources between universities, education centres, and schools; 
6. Uploading information relating to professional learning on the internet. 
(MOE, 2003b, p108)  
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Consequently, in order to provide training courses which meet teachers’ needs, the 
MOE categorized in-service training courses into two types: general and specific 
courses. General courses included: teaching and learning, classroom management, 
student evaluation, research in professional development, curriculum evaluation and 
contemporary issues. According to an official document (In-service Training Courses 
of the Grade 1-9 Curriculum Funding Regulation, 2004, p10), specific courses for 
HPELA included: 
1. Martial arts and folk PE. 
2. Curriculum design and teaching activities (including how to adopt the Major 
Issues in the curriculum guideline). 
3. Subject knowledge of the learning area. 
4. Producing teaching materials using information science. 
5. Explanations of ‘Competence Indicators’ and example of teaching. 
6. Creative teaching (training in creative thinking). 
7. Examples of outstanding teaching approaches and practice. 
8. Creative curriculum design. 
9. Introduction of teaching materials. 
10. Experiences sharing teaching practice.  
11. Teaching strategies for swimming. 
 
Additionally, in 2004, the MOE launched another important national project called 
Deep Ploughing in Curriculum and Teaching 2004-2007. This project aimed to 
enhance connections and collaborations between schools, universities, and 
governmental and public organisations. Firstly, in order to accelerate communication 
between schools and the central government, the project aimed to produce 1000 
Coordinators of Advisory Groups (500 in the first year and 250 in the second and third 
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years). Secondly, building partnerships between universities and their neighbourhood 
schools was another important target. In addition to providing necessary CPD courses, 
university academics were also encouraged to conduct collaborative action research 
with school teachers. 
 
2.1.6 Policies relating to teachers’ career development 
In Taiwan, apart from teachers’ seniority, there are currently no other ways to rank or 
classify teachers (whether in competence, experience or performance). For teachers 
who work at school, the only career development/change would be involvement in 
additional positions, such as classroom tutors or school administrators.  
 
According to the Public Education Act 1979, Article 10, each elementary and junior 
high school should establish administrative offices of academic affairs, student affairs 
and general affairs. Each office should be assigned one director who is intrinsically 
school teachers appointed by the Head Teacher. Administration positions under each 
office (apart from personnel and accounting) are covered by school teachers. However, 
although administrative positions can be served by teachers, there are no regulations 
indicating that teachers must take part in administration. According to the Teachers’ 
Act 1995, Article 16, point 7, teachers “can refuse to take part in work or activities 
irrelevant to teaching assignments by the authorized educational authorities or the 
school, unless otherwise specified according to law”. However, it is specified that to 
“take the role of homeroom teacher” is part of a teacher’s duty (Article 17). 
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With regard to Taiwanese PE teachers’ career development, Chien (1999) and Ou 
(1999) indicate that it is common that they are assigned to become the coaches of 
school sports-teams or to administrative positions (Figure 2.3) such as Section Chiefs 
of PE, of Discipline or of Student Activity. Additionally, it is suspected that PE 
teachers simultaneously doing teaching and administrative work are likely to find it 
difficult to find sufficient time to focus on teaching and curriculum development. 
 
Working as a teacher at public school in Taiwan can be regarded as a very stable 
career for a number of reasons. Firstly, there is currently no evaluation system for 
teachers’ performance. Secondly, once employed in a post, school teachers have 
guaranteed employment as long as no major incompetence is found such as (1) 
Principal’s Office 
Teachers’ Association 
Parents’ Association 
Academic Affairs Office 
Student Affairs Office 
Counselling Office 
General Affairs Office 
Personnel Office 
Accounting Office 
Director of Student Affairs 
Section Chief of Discipline 
Section Chief of Student Activities 
Section Chief of Hygiene 
Section Chief of PE 
Head Teacher/ Principal 
Figure 2.3 Structure of School Administration 
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“crimes”, (2) “not fulfilling a teacher’s duties or being incompetent in teaching with 
concrete facts”, or (3) “severe violation of the employment contract” (Teachers’ Act, 
1995, Article 14). Thus, it might be argued that teachers are under relatively little 
external pressure to improve their teaching. Additionally, based on my understanding 
and experience of teachers’ lives in Taiwan, most stay at one school from initial 
employment to retirement (I can only offer this statement based on my personal 
understanding because there are no official data on this). According to the official 
regulations, a teacher can apply for retirement once he or she (1) “has served for at 
least 25 years and has reached the age of 60” or (2) “has served for over 25 years” 
(Statute Governing the Retirement of School Faculty and Staff, 1944, Article 3). 
Presumably, if teachers do not experience any life event that causes them to change 
their working site, they could have a 25-year-period at the same school. As no study 
has been conducted on this, it will be interesting in this study to explore how PE 
teachers’ working lives and careers develop in such a circumstance. 
 
 
 
2.2 Teachers’ professional development 
2.2.1 Why do we need CPD, in what aspect and how? 
In responding to the international focus on educational reforms in the late twentieth 
century, teachers’ CPD has become a major concern for educational reformers, 
researchers and policy makers in Taiwan. Although the link between teachers’ 
development and pupils’ learning is not easily demonstrated, it is believed that 
improving teachers’ CPD can eventually increase the quality of schooling as well as 
pupils’ learning (Pissanos & Allison, 1996; Guskey, 2000; Goodson, 2003; MOE, 
2003b; Armour & Yelling, 2004a, 2004b; Armour, 2010). 
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According to the development of social and educational circumstances, the demands 
of teachers’ professional development will change. In the period that Hargreaves 
(2006) describes as the ‘pre-professional age’, “education actually evolved as a 
factory-like system of mass education” (p. 675) which focused on the delivery and 
reproduction of standardized knowledge and skills. In such circumstances, the major 
teaching problems were “order and control” (ibid., p. 676). Thus, “teaching was 
technically simple” and “once you had learned to master it, you needed no more help 
after that point” (ibid., p. 676). This is, perhaps, the reason that Craft (1996) 
comments that, traditionally, in-service education and training “has been taken up as a 
matter of voluntary commitment or seen as just for those with career ambitions” (p. 5).  
 
However, together with the evolution of educational ideology, teachers’ 
professionalism has been challenged by two emerging factors. The first is the 
autonomy that allows teachers to engage in curriculum development and decision 
making. One major purpose of this is to ensure that teachers can deliver 
student-centred and specialized education rather than centralized or standardized 
teaching material (Hargreaves, 2006). The second challenging factor is the rapid 
expansion of knowledge, media and information technology, which not only forces 
educators to “keep abreast of this emerging knowledge and… use it to continually 
refine their conceptual and craft skills” (Guskey, 2000, p. 3), but also challenges their 
monopoly of knowledge provision and leads them to face such changing roles by 
turning/learning to work with pupils, colleagues, parents and communities around 
them (Hargreaves, 2006). Apart from the above factors that challenge teachers’ 
professionalism, any changes happening in teachers’ daily work, such as curriculum, 
syllabus, work roles and the characters of pupils and parents, also require learning. As 
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a result, continually pursuing professional development is essential for teachers 
(Knight, 2002). 
 
With respect to what teachers need to learn, a number of researchers have attempted to 
define the knowledge that underpins teaching, and have indicated that teacher learning 
should have multiple dimensions in terms of what and how to learn. For example, 
rather than “delivery models” for training and professional development activities, 
Knight (2002) suggests that non-formal learning should be more seriously considered.  
Presumably, this is attributable to the diversity of teachers’ learning needs through 
their careers; for example, teachers who reach different career stages tend to have 
dissimilar career ambitions and learning needs (Steffy, Wolfe, Pasch & Enz, 2000; Ha, 
Wong, Sum & Chan, 2008), as do teachers with specific training backgrounds (Harris, 
Cale & Musson, 2011) or those in particular working conditions (O’Sullivan, 2006). 
The above examples suggest that professional development should not just provide 
teachers with new curriculum materials to be delivered, but should be designed to 
meet their diverse intellectual, practical and emotional needs. The term ‘CPD’, 
therefore, refers to complex understandings of teachers’ professional learning rather 
than a narrow definition of attending in-service training ‘courses’. In this study, the 
definition of CPD includes “all the activities in which teachers engage during the 
course of a career which are designed to enhance their work” (Day & Sachs, 2004, 
p.3). 
 
In terms of the methods that tend to be used in teachers’ CPD activities, Craft (1996: 
p.7) provides a list of practical options as follows:  
 Action-research 
 Self-directed study 
 32 
 Using distance-learning materials 
 Receiving on-the-job coaching, mentoring or tutoring 
 School-based and off-site courses of various length 
 Job-shadowing and rotation 
 Membership of a working party or task group 
 Teacher placement 
 Personal reflection 
 Experiential ‘assignments’ 
 Collaborative learning. 
 
Not surprisingly, although a range of options are available, the provision of traditional 
(one day, off-site) in-service training courses “continues to be the principal means of 
accessing development”. This is because “it appears to be the most efficient and 
cost-effective way to reach the huge population of teachers” (Day & Sachs, 2004, 
p.8).  
 
The effectiveness of the received-knowledge model of training courses has been 
questioned by a number of researchers, mostly because this approach has been found 
to be contextually irrelevant and therefore difficult to ‘transfer’ to practice (Craft, 
1996; Knight, 2002; Bechtel & O’Sullivan, 2006). Moreover, when considering the 
cognitive aspect of learning activities, Hager & Hodkinson (2009) remind us that 
learning application can rarely be direct. They argue that to apply what is learnt is not 
as simple as “transfer”. It is more appropriate to view learning application as a 
“renovation and expansion of previous knowledge via the experience of dealing with 
new situations in new settings” (p. 620). Additionally, although many in-service 
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training courses have been found to have little impact upon teachers’ practice, some 
studies note that teachers still recall some specific ‘events’ as good and useful (e.g. 
Armour & Yelling, 2004b). Therefore, in thinking about the usefulness of different 
forms of professional learning activities, it might be argued that there is something 
more fundamental about the principles of learning underpinning different CPD 
designs that needs to be explored.  Potential principles will be reviewed in later 
sections of this chapter. 
 
In an attempt to improve or complement traditional delivery forms of professional 
development provision, there is an increasing focus, in the general education literature, 
on the use of collaborative learning (Knight, 2002; Klingner, 2004; Hargreaves, 2006) 
and also in the PE literature (Armour & Duncombe, 2004; Armour & Yelling, 2004a, 
2004b, 2007; Keay, 2006a). This trend is based on assumptions that collaboration has 
the potential not only to provide a dynamic environment for CPD but also to “enable 
knowledge of best practice and research findings to be shared and utilized” (Bolam & 
McMahon, 2003, p.36). This may explain why related notions – i.e. team teaching and 
learning community – were mentioned frequently by policy makers at the beginning 
of the educational reform in Taiwan. It is interesting to consider, therefore, how such 
aspirations were put into practice in the context of Taiwanese PE. 
 
2.2.2 Understanding CPD through learning theories 
A review of learning theories represents an attempt to reveal some of the fundamental 
principles underpinning a learning activity. Such a review will enable arguments about 
‘effective’ and ineffective CPD in different national contexts to be understood. As 
there are a vast number of learning theories, it will not be possible or necessary to 
review them all. As Wenger (2009) indicated, each theory tends to focus on a 
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“different aspect of learning” and, to a degree, rests on different “assumptions about 
the nature of knowledge, knowing, and knowers, and… what matters in learning”. 
Thus, each theory is “useful for different purposes” (p. 210). In this section, the 
theories selected will be those that are particularly relevant for teachers’ professional 
learning contexts. However, the selection of some theories for detailed discussion 
does not imply a rejection of the others; rather, they are just some of the many 
thinking tools specifically used to explain what and how teachers might learn, and 
which are relevant to this research project. 
 
As was noted in an earlier section, traditional in-service training ‘courses’ are the most 
common form of professional learning for many teachers. Besides their 
cost-effectiveness (Day & Sachs, 2004), the widespread use of such courses is perhaps 
because they are similar to the type of learning implemented in school education. As 
Wenger (2009) argued, adults tend to understand learning based on their experiences 
of being a school student. Institutional lessons or lectures tend to be based on 
assumptions such as: “learning is an individual process, that it has a beginning and an 
end, that it is best separated from the rest of our activities… To assess learning… 
collaborating is considered cheating” (p.209). Although such a description is not 
entirely accurate when viewing the full range of in-service training courses offered in 
many countries, it does highlight an important feature of professional development 
courses in that they are designed to deliver and teach something in a specific time and 
place where learners can be concentrated together. According to Guskey (2002), such 
learning activities “often attempt to change teachers’ beliefs about certain aspects of 
teaching or the desirability of a particular curriculum”, and assume that “such changes 
in teachers’ attitudes and beliefs will lead to specific changes in their classroom 
behaviors and practices” (p. 382). It can be argued, however, that such courses, which 
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seem to focus on ‘delivering’ knowledge or beliefs while leaving the work of 
application to teachers, are problematic in three ways.  
 
Firstly, traditional received-knowledge models of in-service training are problematic 
in their assumption that knowledge acquisition, belief change and practice change 
occur in a relatively direct and linear pattern. Guskey (2002) argues that such an 
assumption is rooted in psychotherapeutic models of behaviour change, however, it is 
inadequate when describing experienced teachers’ learning and practice. As Kirk and 
Macdonald (2001, p.561) argue, this is because new ideas are always appraised by 
teachers’ “intimate knowledge”. Thus, theoretical ideas provided during in-service 
training courses cannot easily convince teachers to change their beliefs as well as their 
practices. In order to overcome this situation, Guskey (2002) provides a different 
“model of teacher change” and asserts that “significant change in teachers’ attitudes 
and beliefs occurs primarily after they gain evidence of improvement in student 
learning” (p. 386). This model suggests that professional development would be more 
effective if it offered possible options for practice change rather than attempting to 
change beliefs. In this case, appropriate levels of pressure and support would be 
needed to encourage teachers to try out alternative practices that may lead to belief 
change. Guskey’s model emphasizes that teacher change is “a gradual and difficult 
process” (p. 386) and their learning is “more cyclical than linear” (p. 385).  
 
The second problem with the received-knowledge model of in-service training, 
according to Hager and Hodkinson’s (2009) argument about learning theory, is the 
over-simplified assumption upon which they rest about learning application. These 
authors challenge the whole notion of transfer of learning. In cognitive psychology, 
the term ‘transfer’ refers to the process whereby one learns something new – whether 
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propositional knowledge or skill – in one setting and then applies it to another similar 
or new situation. In considering such a dynamic in educational contexts, Hager and 
Hodkinson claim that this process is better described as “boundary crossing” (p. 629) 
between different contexts rather than simply transferring knowledge. From this 
viewpoint, learning application is better understood as “a form of expanded learning” 
and “recontextualisation” of what is learnt, which operates like “a process of on-going 
change… shaped by its context” (p. 630-631). When using this viewpoint to examine 
professional development provision, it could be argued that the problem comes from 
not only the content itself but also how the content is delivered. Hager and Hodkinson 
(2009) further claim that “much of the transitional learning will take place within 
work, so that even the best educational courses in the world will still not produce … 
‘oven-ready workers’” (p. 636). From this viewpoint, the argument that in-service 
training courses should offer learning that is not only “workable” but that also offers 
“ready to use” knowledge (Armour & Yelling, 2004b, p. 81) is found wanting. 
Perhaps, it is impossible to offer training courses that are close enough to individual 
teachers’ work contexts to enable them to re-contextualise easily what is learnt and 
apply it directly to their work. 
 
The third problem of the received-knowledge model of professional development is 
that it often fails to address teachers’ learning needs in an authentic way. With respect 
to the development of good teaching, Hargreaves (1995) claims that, while most 
professional development programmes are designed to advance teachers’ teaching 
knowledge and skills, it is also important to consider teachers’ moral, political and 
emotional development. In addition, by positioning teachers’ learning in a wider 
school context, Smylie (1995) argues that teachers need to not only master teaching 
techniques but also learn to adapt their working environment to enable their ambitions 
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to be achieved. Thus, it is argued that the most effective learning occurs in the 
workplace, and therefore schools should become “places for teachers to learn” (p. 92). 
Furthermore, by exploring theories of adult learning, Smylie (1995) suggests that 
teacher learning should have the following features: (1) opportunities to learn 
throughout teachers’ lives and careers, (2) offering learning across settings and 
circumstances, (3) basing learning on previous knowledge and experiences, (4) 
leading learning by problem solving, and (5) being active in decisions about what to 
learn. 
 
To a degree, the above three problems and their corresponding theoretical perspectives 
are inter-connected, because considerations about what to learn are connected to ways 
to learn and how to make the new learning work in practice. Each of these views, 
respectively and collectively, offers a possible explanation or suggestion for effective 
CPD according to different researchers. For example, in assuming that teacher 
learning is a cyclical and on-going process, it is logical to argue that professional 
development courses need follow-up (Guskey, 2002; O’Sullivan & Deglau, 2006). In 
recognising the importance of understanding the nature and process of learning 
applications, it is reasonable to expect that off-school-site courses would result in low 
levels of impact upon teachers’ practice (Craft, 1996); on the other hand, informal 
learning activities situated in classroom practice would be viewed as more meaningful 
(O’Sullivan & Deglau, 2006). In addition, for a similar reason, collective learning and 
learning communities are proposed to be powerful means to facilitate teachers’ 
learning (Knight, 2002; Klingner, 2004).  
 
The above theoretical perspectives appear to summarise many of the issues found in 
the literature on the various forms or combinations of CPD activities. While this study 
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is based on an attempt to understand CPD from teachers’ perspectives, it is important 
to explore wider theories that attempt to explain the meaning and process of learning 
operating in teachers’ daily lives, and then to locate the teachers in this study within 
the wider literature. In order to do so, I summarize three types of learning theory – (1) 
social learning theory, (2) incidental learning theory, and (3) organizational 
socialization theory – as suggested by Smylie (1995) – and also the “social theory of 
learning” proposed by Etienne Wenger (2009). These theories were found to be 
particularly useful in the context of framing this research and, later, discussing the 
findings. 
 
By positioning teacher learning in line with adult learning that usually occurs in the 
workplace, the first theory suggested by Smylie (1995) is ‘social learning theory’, 
which tends to be grounded in Bandura’s work and indicates that “human learning is 
grounded in social context” (ibid, p. 98). According to this theory, there are two ways 
of learning: “enactive learning” that “involves learning from doing and the 
consequences of one’s actions” and “vicarious learning” that “involves observing or 
listening to others, who serve as models and referents” (ibid, p. 98). Additionally, the 
theory suggests that the connection between learning and behaviour depends on two 
constructs: an individual’s “outcome expectations” and “perceived self-efficacy”. 
Thus, “individuals tend to select courses of action (including learning activities) for 
which they hold positive outcome expectations”, and “individuals with higher 
self-efficacy are more likely to select complex and challenging tasks than individuals 
with lower self-efficacy” (ibid, p. 98). In other words, it could be argued that the 
higher outcome expectation and self-efficacy, the better the quality of learning will be. 
It is then suggested that “outcome expectations are most readily developed when 
individuals have opportunities to observe the performances, successes, and failures of 
 39 
others who may serve as performance models”; and learning can be further enhanced 
if “specific feedback” is provided (ibid, p. 99). In addition, “perceived self-efficacy” 
tends to be enhanced during the “observation of successful models” which “are similar 
in status to the individual and are observed coping successfully with similar problems” 
(ibid, p. 99). Arguably, this theory could explain teachers’ interest in authentic 
examples to support their professional learning – whether these examples are used by 
CPD providers or result from collaborative learning with other practitioners.  
 
Another theory introduced by Smylie (1995) is ‘incidental learning theory’. This 
theory explains the type of learning that happens “as a by-product of some other 
activity, such as task engagement and accomplishment or interpersonal interaction” 
(ibid, p. 100). Such learning “takes place in everyday experience and occurs… from 
doing… both successes and mistakes”; and it is neither formal nor informal learning 
as “it is unplanned and unintentional” (ibid, p. 100). Incidental learning theories 
indicate that “learning takes place under conditions of surprise and non-routine 
circumstances” (ibid, p. 100). Thus, this could be viewed as a problem solving process 
when encountering unexpected situations during everyday work. The quality of such 
learning depends on the encountered situation and the individual’s abilities in problem 
solving. The skills needed include “proactivity”, “critical reflection” and “creativity” 
(ibid, p. 100-101) which, in turn, allow the individual to interpret the situation, define 
the problem and then find appropriate solutions. The incidental learning theory may 
be used in explaining how teachers learn to overcome unexpected teaching or working 
problems every day.  
 
‘Organizational socialization theory’ is the third theory recommended by Smylie 
(1995) to interpret teachers’ learning in the work place. Organizational socialization is 
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“the process by which an individual is taught and learns ‘the ropes’ of a particular 
organization and his or her role in that organization” (p. 101). Such learning is to 
acquire “the social knowledge and skills necessary to assume and perform the role 
well” (ibid, p. 101). This process differs from professional socialization in that “it is 
related to a specific setting” (ibid, p. 101). Socialization in an organization can occur 
through “formal, planned educational programs”, through mentoring and peer learning, 
and “self-guided, informal experiential, or incidental learning” (ibid, p. 101). 
Although the influence of socialization tends to be greater when one enters the 
organization, the individual would continue to negotiate his or her “work roles and 
social relationships” in order to meet changes during his or her career; and therefore, it 
can apply to “both beginning and experienced teachers” (ibid, p. 102). Apart from 
traditions of the organization, colleagues (peers and supervisors) would also 
contribute to an individual’s organizational socialization. In addition, Smylie argues 
that organizational theory could well explain why an organization remains persistent 
in its “forms and processes” (ibid, p. 108) over time. 
 
Figure 2.4 Components of a social theory of learning  
Source: reprinted from Wenger (2009: 211). A social theory of learning.  
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As with the three learning theories above, the fourth selected here – a social theory of 
learning proposed by Wenger (2009) – also covers a specific scope of human learning. 
Wenger’s theory is built on assumptions that: (1) “we are social beings” and (2) the 
nature of what to learn is “a matter of competence with respect to valued enterprise”; 
thus, (3) “knowing is a matter of participating in… such enterprises”, and (4) for 
learners, learning is to produce “meaning” toward what is experienced in the 
participation (ibid, p. 210). In other words, such a theory primarily focuses on 
“learning as social participation” (ibid, p. 210), which can be understood through four 
aspects of inter-connected components. The components, as also shown in Figure 2.4, 
are: (1) “meaning” that is about “our ability… to experience our life and the world as 
meaningful”; (2) “practice” that is about “the shared historical and social resources, 
frameworks, and perspectives that can sustain mutual engagement in action”; (3) 
“community” that is about “the social configurations in which our enterprises are 
defined as worth pursuing”; and (4) “identity” that is about “how learning changes 
who we are and creates personal histories of becoming in the context of our 
communities” (ibid, p. 211). Bearing these components and their relationship in mind, 
they are then integrated by the concept –“community of practice” (ibid, p. 210). In 
order to explain such a concept, Wenger links it to people’s daily lives and argues that 
“we all belong to… several communities of practice at any given time” (ibid, p. 212). 
Such communities could be a family, school, office, class, team or some groups that 
we may or may not be aware of. Participation in each community of practice “shapes 
not only what we do, but also who we are and how we interpret what we do” (ibid, p. 
211). Moreover, Wenger suggests that, for individuals, “learning is an issue of 
engaging in and contributing to the practices of their communities” (ibid, p. 213). In 
our lives, learning is likely to be “intensified: when situations shake our sense of 
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familiarity, when we are challenged beyond our ability to respond, when we wish to 
engage in new practices and seek to join new communities” (ibid, p. 213). 
 
Although learning in a community of practice (Wenger, 2009) seems similar to 
organizational socialization, it differs in that it includes learning activities occurring in 
a wider range of contexts. While organizational socialization theory emphasizes an 
individual’s learning about organizational traditions, the community of practice 
implies that an individual’s participation in different groups – whether personal or 
professional – may form a more integrative identity that guides teachers’ teaching 
practice. Therefore, in trying to investigate PE teachers’ professional development 
through their personal experiences, it seems that the concept – community of 
practice – could be used to pursuit the policy context pervading the Taiwan society of 
the time this research studied (as described earlier in this chapter). 
 
Despite identifying a range of different theories above, it should be noted that I do not 
attempt to fuse them into another new theory. Rather, they are used in supporting, 
partly or collectively, the theoretical understandings generated from a grounded theory 
analysis in my study. Moreover, these learning theories offer useful insights into CPD 
beyond the specific learning activities in which teachers engaged. This intention is 
similar to what Kelchtermans (2004) proposes – to understand teacher CPD as “a 
learning process resulting from meaningful interaction with the context (both in time 
and space) and eventually leading to changes in teachers’ professional practice 
(actions) and in their thinking about that practice” (p. 220) 
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2.2.3 Professionalism: professional identity and its implication 
It is argued that teachers play an important role in education implementation, and their 
‘professionalism’ is a term often used to indicate the role and competence that 
teachers should perform in their work. However, it should be noted that the definition 
of professionalism is not abstract from – but is situated within – each historical and 
social context. Hargreaves (2006) reviews the international development of teacher 
professionalism in the past century (mostly in western centuries), and indicates that 
teachers are currently living in a postmodern age that demands different forms of 
professionalism. Connell (2009) also reviews how teacher professionalism has 
evolved in Australia since its colonial-era, and suggests new insights in thinking about 
the meaning of ‘good’ teachers in contemporary terms.  
 
Definitions of teacher professionalism are often directly connected with official 
documents initiated by the Government, such as: educational acts, curriculum or 
school policies. Day and Sachs (2004) describe this as “managerial professionalism” 
(p. 6), which implies teachers’ imperatives are largely mandated by administrators. 
Alternatively, professionalism can also be rooted in a wider understanding; by not 
only teachers but also their cooperation with other “educational stakeholders”. This 
has been defined as “democratic professionalism” (ibid, p. 7). Notably, although the 
above professionalisms differ in their process, they share common ground in the 
“desire to improve the performance and skills of teachers in schools and thereby 
improve student learning outcomes” (Day & Sachs, 2004, p. 7). 
 
Despite professionalism being used to characterise teachers’ quality, it can also be 
considered from teachers’ own perspectives in order to understand the ideology that 
drives an individual’s or group’s teaching practice (Dowling, 2011). In a similar sense, 
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professionalism can be regarded as the professional identity of a teacher. According to 
Forde, McMahon, McPhee and Patrick (2006), the construction of a teacher’s 
professional identity occurs firstly during teacher education and then evolves as their 
career progresses. Whereas professional identity is guided by professional knowledge 
and norms that allow a teacher to identify as part of a professional group, his or her 
professional identity is more or less individualistic because it is constructed by the 
individual who also carries personal values, beliefs and feelings. Accordingly, in 
linking to Wenger’s (2009) theory, it could be argued that a teacher’s participation in 
different communities of practice – professional and personal – will all contribute to 
an individual’s learning as well as the formation of a professional identity. 
 
Day, Kington, Stobart & Sammons (2006) have also commented on the links between 
teachers’ personal and professional selves. By reviewing a range of literature, they 
report that the notions of teacher identity have evolved from one that is singular, 
unified and stable to one that has not only professional but also personal, emotional 
and social dimensions. Moreover, their findings suggest that, due to the plurality of 
teachers’ roles and the complexity of their work, teachers’ identities are not 
intrinsically stable or fragmented, but tend to vary “at different times and in different 
ways according to a number of life, career and situational factors” (p. 601). More 
specifically, they indicate a consistent relationship that “identity is affected, positively 
and negatively, by classroom experiences, organisational culture and situation-specific 
events which may threaten existing norms and practices” (p. 614). 
 
Drawing on the life-work histories of three retired teachers, Kirk and Wall (2010) 
provide another important example of how teachers’ identities can be understood. 
Like other researchers, they agree that teacher identity is a shifting rather than a stable 
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entity (Day et al, 2006; Forde et al, 2006). However, Kirk and Wall (2010) also argue 
that teachers tend to form a more prolonged work identity – a “teacherly-self” – after 
enjoying a stable sense of self in their working site. They use a so-called “structure of 
feeling” to inspect how conflicting feelings may operate when such a relatively-stable 
personal/professional identity encounters new identities assigned by government 
policy, new curriculum or social expectation. Their findings show that the reluctance 
by teachers to adopt a new “assigned identity” is highly relevant to their decisions 
about early retirement. However, in facing such imposed external identities, these 
teachers’ narratives reveal “considerable resilience in maintaining their personal 
identities as teachers” (p. 633). This echoes the viewpoint of Forde et al. (2006), who 
found that teachers tend to develop identities that they are “comfortable with” (p. 7). 
Thus, Kirk and Wall’s (2010) study appeared to demonstrate that teacher identities – 
whether personal, professional or both – are likely to influence their career 
progression as well as professional development.  
 
Day et al (2006: 601) claim that “identity is a key influencing factor on teachers’ 
sense of purpose, self-efficacy, motivation, commitment, job satisfaction and 
effectiveness”. Thus, it could be argued that analysis of professionalism through PE 
teachers’ professional identities could explain how they think about and act in their 
career and professional development. In PE, although few studies specifically focus 
on teacher professionalism (Pascual, 2006; Dowling, 2011), a number have been 
conducted to explore topics that may be used to illustrate PE teachers’ professional 
identities. Topics include belief, philosophy, knowledge, status and some others 
relating to PE teachers’ professional lives. This literature is reviewed in the next 
section and potential links with this study undertaken in Taiwan are identified. 
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2.3 PE Teachers’ Professional Lives 
2.3.1 Understanding PE teachers’ work and learning: life story/history studies 
Armour (2006) suggests that “research in physical education must have a foundational 
concern with learning: learning about teachers’ learning and pupils’ learning, and 
understanding the nature of ‘better’ learning and how to achieve it” (p. 468). Pissanos 
& Allison (1996) indicate that, ‘If the PE profession expects in-service teachers to be 
career-long learners, it is critical that we continue to seek a better understanding of 
their perceptions and actions regarding continued professional learning’ (p.17). In 
attempting to access teachers’ perspectives and living contexts, collecting their 
narratives – whether biographical or auto-biographical – is an important strategy 
(Armour, 2006). In particular, the life history approach, which connects personal 
experiences and social events, is useful for revealing the impact of social and 
educational changes upon teachers’ work and learning (Goodson & Sikes, 2001). In 
PE, similar approaches are supported (Sparkes, 1993), and have been widely utilized 
in investigating PE teachers’ life experiences. This section reviews the body of 
literature on PE teachers’ work and learning and presents them chronologically. 
 
Templin, Sparkes and Schempp (1991) used a life history approach to explore the 
career development of a retired PE teacher, Danny (born in 1927). By assuming that 
aging is a critical issue to PE teachers, this research analysed how Danny developed 
while his career progressed. Similar to Kirk and Wall’s (2010) argument about 
teachers’ work identity, bitterness occurring in Danny’s later teaching career is 
attributable to the conflicts between his teacherly-self – a military-associated 
disciplinary and physical self – and the changing school fashion led by the county 
council or head teacher. Importantly, Templin et al (1991) pointed out that, due to 
such conflicts and a feeling of being devalued, “Danny reduced his commitment to 
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teaching… interaction with administrators and colleagues and opted for the 
maintenance of routine and distanced interactions with pupils” (p. 153). What was 
then left in Danny’s life was his personal engagement in sports clubs and a secure 
expectation of his pension. Such a period was labelled as “bitter disengagement” in 
the latter years of his teaching career.  
 
Apart from the research design used by Templin et al (1991), there are a few things 
that can be learnt that are of relevance to this study, because Danny’s story suggests 
some possibilities for explaining the connection between an individual’s military 
training and their PE teaching. As shown in earlier sections, Taiwanese PE was 
influenced by the political and military tensions between Taiwan and China before the 
1980s. In addition, military service (one to two years) is still compulsory for all 
Taiwanese males during the gap between education and work. Presumably, Danny’s 
story may provide some relevant clues for interpreting some of the male PE teachers’ 
perspectives in Taiwan.  
 
Sparkes and Templin (1992) explored the meaning of PE teachers’ marginality 
through a life history approach. In their study, both male and female PE teachers of 
different career stages were involved (to reveal insights from different generations and 
genders). Their findings began with a collection of individuals’ narratives about how 
PE is “living with a low status image” at schools where a “subject hierarchy” 
permeates at that time (p. 124). While the life story approach aims to locate personal 
experience in the wider social context, these authors turned to explore the subject 
status of PE from its historical development, and then connected individuals’ tales 
with specific social and educational structures. In particular, a more critical situation – 
the double marginality of a female PE teacher – was explored. This study 
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demonstrated how the life history approach can be a powerful way to uncover 
structural realities and then deliberate upon possible improvement.  
 
Notably, the findings of the study by Sparkes and Templin (1992) offer a potential 
explanation for the ways in which Taiwanese PE teachers struggle with issues of low 
status (Keh, 2005). For example, Sparkes and Templin (1992) indicated that “teachers 
who continue to feel devalued are unlikely to remain committed to their subject and 
will divert their energies into other areas of school life and their personal lives in order 
to gain both psychic and material rewards” (p. 129). Also, it is suggested that “how 
significant others regard a subject and how the teachers who teach it regard their 
subject, together act to structure the careers of individuals” (p. 130).  
 
Apart from understanding teachers’ viewpoints, Sparkes (1993) indicates that life 
history also has the potential to produce learning when engaging individuals in 
critically reflecting on their own or others’ life experiences. In Sparkes’ study, life 
history was used as a tool to challenge a group of student teachers to engage in critical 
analysis of a technical-rational understanding of PE. While trying to do so, several 
methodological issues were revealed, and two of which are relevant to my study. 
Firstly, it is argued that, before entering pre-service training, student teachers “have 
already been inducted into the cultures of teaching… that make the work of the school 
intelligible to them”. Thus, teacher educators need to consider “the past experience 
that students bring with them into PETE programmes if they are to relate their courses 
to them in a meaningful and relevant way” (p. 111). Such a viewpoint can also be a 
valuable suggestion for CPD providers. Secondly, it is suggested that a life history 
approach is effective in understanding teachers at a deep level. It is believed that, in 
order to “understand why teachers teach as they do, we need to understand them as 
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people in a holistic sense, that is, as people who have a past, a present and aspirations 
for the future. Unless we first understand teachers then we can hardly claim to 
understand teaching” (p. 118).  
 
Sparkes (1994) later presented another life history study that was conducted with a 
student PE teacher – Jessica, who was a student of the Author and a lesbian. More 
methodological and ethical issues were discussed in Sparkes’ study, such as: 
positioning of and collaboration and friendship between the researcher and informant; 
power relationships in story sharing and trust building; the potentially therapeutic 
function of interviewing; and dilemmas of presenting stories on behalf of others. 
Nonetheless, even though fraught with challenges, Sparkes advocated the use of the 
life history approach and its learning benefits for author, informant and readers. These 
findings indicate that a further review of the issues relating to the use of life history 
method is essential for the conduct of this study.  
 
In attempting to reveal how teachers construct professional knowledge throughout 
their careers, Schempp (1993) conducted a case study to find out where and how a PE 
teacher, Steve, learnt to meet the demands of his work. Data were collected during one 
academic year using two main methods: (1) a life history approach, which was to 
reveal “how Steve thought about and gave meaning to his work” and (2) ethnographic 
techniques, which revealed “perspectives that others held of Steve and his professional 
knowledge” (p. 4). Before presenting the findings, a section was included to explain 
the environment in which the study was conducted. Interestingly, Schempp discovered 
that the participant, Steve, modified his behaviour as the fieldwork progressed, and 
this change was affirmed by Steve’s colleague. While this could be attributable to a 
result of engaging the participant in reflecting on his own practice, Schempp further 
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conducted member checking to make his findings more accurate. In the main section 
on research findings, rather than presenting an overview of life history, all data were 
categorized into four main sources in order to specifically illustrate what had 
influenced Steve’s construction of professional knowledge. The four sources were: (1) 
community: interactions with local residents and parents; (2) school: interactions with 
administrators, colleagues and students; (3) profession: involvement in university 
coursework, in-service education and publications; and (4) biography: personal 
knowledge, competence and beliefs. Notably, it was found that “Steve’s personal 
interests and beliefs were a major inspiration in the selection and presentation of 
subject matter” (p. 18). Apart from official in-service training, external social 
perspectives perceived by Steve seemed to be the most significant to his development 
as a teacher. 
 
Pissanos and Allison (1996) used “topical life history” to explore how a 42-year-old 
female PE teacher, Lori, perceived and pursued “continued professional learning”. 
This approach is called topical life history because “it narrows the focus of the 
research to a particular aspect of the subject’s experience and factors that affect that 
experience” (p.3). Data for the study were collected “over a 3-year period in a series 
of five audiotaped interviews” and analyzed by doing “constant comparison” (p. 4-5). 
Results of the study were structured in three main ways: (1) Lori’s main beliefs about 
teaching and learning that guided her decision in pursuing professional development, 
(2) Lori’s experiences of professional learning, and (3) influential factors that were 
extracted from Lori’s experiences. It was found that, from Lori’s perspective, 
professional learning included a range of formal and informal learning opportunities. 
Lori’s primary concern about professional learning was, like Guskey’s (2002) 
assumption about many teachers, to increase her own teaching ability so that she could 
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help students learn. With respect to the influential factors; firstly, students were 
identified not only as the reason but also a source of Lori’s professional development. 
Secondly, status along with the two other factors – administrative support and 
community perceptions of sport – could be considered as contextual factors that 
guided Lori’s professional learning. It seems that she developed her professionalism in 
ways that others valued and expected. The final factor – personal/professional 
interactions – suggested that “the personal and professional lives of teachers are 
intertwined” (p. 14) and several examples were provided as evidence. In the end, 
Pissanos and Allison (1996) suggested that “by listening to Lori’s voice, we were 
allowed a glimpse into how her perceptions regarding continued professional learning 
were constructed and how she made meaning from that construction” (p.17).  
 
The above two studies conducted by Schempp (1993) and Pissanos and Allison (1996) 
provided examples of how to specifically explore the reality of PE teachers’ 
professional learning. While these two studies focus on how individual PE teachers 
develop their professional knowledge in their work environment, the following 
research presented by Dowling Næss (1996, 2001) and Armour (1997) traced the 
development of PE teachers’ beliefs and philosophies back to the influence of their 
early personal experiences. 
 
Dowling Næss (1996) reported the life history of Sven, a 59-year-old male PE teacher. 
Data included 15 hours of tape-recorded interview and fieldwork notes, and all data 
were thematically analyzed. In this study, themes in relation to Sven’s teaching career 
that carried both personal and professional stories were presented chronologically. It 
seems that the author’s initial plan was to reflect on the impact of a major educational 
reform in Norway in 1994, but later it was discovered that other policy changes had 
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significantly influenced Sven’s career development. For example, Sven was included 
in and excluded from a teaching career in 1960 and 1970 respectively due to two 
waves of policy change relating to teacher qualifications. However, it was found that 
Sven’s personality together with “his areas of special interest, knowledge base and 
view of education” (p. 41) were key factors that influenced his reaction to educational 
changes. Consequently, it was suggested that “Sven’s story demonstrates the 
limitation of national curriculum documents in bringing about innovative practice and 
strengthens… a greater understanding of teachers’ latent identities and cultures” (p. 
51). Additionally, by presenting this life history study, the author wished to challenge 
“the dominant view of curriculum change as being rational” (p. 43) and to encourage 
more physical educators to engage in “reflecting about their own life situations and 
the way they impact upon their teaching” (p. 51). 
 
In 2001, the same author presented another life history study about Jorunn, a 
54-year-old female, Norwegian, PE teacher (Dowling Næss, 2001). This study, which 
used in-depth interviewing, was based on an attempt to uncover practitioners’ 
taken-for-granted realities by engaging them in “emancipatory educational 
storysharing” (p. 44). On condition that such attempts and the researcher’s 
background were acknowledged, Jorunn’s stories were interpreted and presented in 
three different ways. The first story presented Jorunn’s career view based on her 
perspective in order to outline a subjective reality. The second story, by linking to a 
range of theoretical perspectives, explained how and why the informant perceived her 
own career as presented in the first story. The third story interpreted the informant’s 
subject reality in a more critical way, which suggested that Jorunn’s life might be 
constrained by social structure in ways that she had not perceived. As Dowling Næss 
(2001) indicated, “Jorunn may well choose to say that subject status and gender issues 
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do not interest her, but she cannot choose to remain unaffected by these structural 
constraints because she does not live and teach in a vacuum” (p. 56). It appears that 
such presentation of different layers of story not only demonstrates how it has been 
interpreted by the author, but also opens an “opportunity” for readers to bring their 
“own interpretations” (p. 56).  
 
Armour (1997) presented a study that explored how each of four PE teachers 
developed a philosophy about PE. The study was based on so-called life history 
reflections methodology. Data collection as well as the presentation of findings were 
structured according to four main life phases: family, early school, pre-service training 
and work experiences. In addition, interactions among these four teachers, who were 
colleagues, were also taken into the construction of their work philosophies. While the 
initial sections traced each one’s current beliefs back to an aspect of personal 
experiences before working, the final section, “doing the job”, demonstrated each 
teacher’s philosophy by bringing out the high and low career points of each individual 
whilst working as a PE teacher. Notably, although pre-service training was found to 
be influential, these teachers’ philosophies about PE could be traced to their family 
and early school experiences, particularly those that relate to sports. Hence, even in 
studying in-service teachers, it is still “unwise to overestimate the influence of any one 
phase of life” (p. 74). The study demonstrated that how PE teachers learn to do the job 
is not as simple as to either comply or conflict with the structure of the school 
structure. Rather, “the teachers weave a complex web of self-interest, concern for 
pupils and subject loyalty” (p. 75). 
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Armour and Jones (1998) published a book, “Physical education teachers’ lives and 
careers” which investigates the complexity of meaning among PE, sport and education 
based on eight PE teachers’ life stories. In particular, it aimed to explore:  
“how teachers establish their personal philosophies and professional 
practices in PE, how their personal involvement in sport has influenced that 
process, and how they manage to create and maintain a rewarding – or at 
least tolerable – role for themselves in the face of a largely unsupportive 
education system” (p.3).  
 
Armour and Jones’ research was conducted in the context of major educational 
change – the Educational Reform Act – that implemented in all state schools in 
England and Wales. Thus, stories in the book could also be used to reflect upon 
educational implementation. In the book, the findings are divided into two main 
sections: life stories of each teacher and themes that link all teachers. By making 
comparisons between participants’ narratives as well as international literature, 
discussions are made vivid in four main directions: (1) the relationship between PE 
and sport, (2) the status problem for PE teachers, (3) the teachers’ concerns about PE 
teaching, and (4) the PE teachers’ career progression. 
 
O’Sullivan (2006) conducted a study on the professional lives of veteran PE teachers 
in Ireland. The purpose of this study was to explore how “veteran physical education 
teachers had negotiated their lives as teachers with the cultural norms and expectations 
for the Irish education system” (p. 265). Compared with the above life history studies, 
this research involved a relatively large number of participants, and used 
questionnaires to outline their professional development experiences before 
interviewing with them. While the number of life history participants was large (34 
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life histories collected), the number and length of the interviews seemed 
comparatively limited (one audiotaped interview with each teacher of average 
two-hours). However, in several cases, the researcher managed to stay with the 
participants’ families for a longer period (1-3 days) and also follow two of them 
during their school day, presumably to increase understanding of the studied context. 
The study revealed how these teachers, since entering to teaching profession, had dealt 
with difficult issues such as: being the only specialist PE teacher in the school, lack of 
facilities and a setting where PE was not recognized as being of similar value to other 
academic subjects. The stories were those of teachers who had demonstrated high 
levels of resilience in their work commitment by employing a range of strategies 
developed throughout their career.  
 
In summary, the review of PE teachers’ life story/history studies in this sub-section 
shows that, while many of these studies were conducted with relatively small numbers 
of informants in order to gain a holistic understanding of the person along with his or 
her living context; some employed a collection of several individuals’ narratives to 
attempt to address certain issues that may be common for many PE teachers (i.e. the 
research of Sparkes & Templin,1992; Armour & Jones, 1998 and O’Sullivan’s, 2006). 
It appears that the use of such an approach can help not only to build fundamental 
knowledge for PE but also to identify the key factors from complex contexts. 
However, in order to guide the conduct of my research design, methodological issues 
need to be reviewed in more detail. This is undertaken in the next chapter. 
 
Additionally, many of the above research also implied that whether writing or reading 
the product of life story/history has a potential for PE teachers’ learning. As well as 
advocating the usefulness of narratives to understand PE teachers, Armour (2006) 
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reviewed the use of narratives in PE research and suggested that narrating is a 
powerful means of facilitating PE teachers’ learning. The evidence is that, in the 
Masters course Armour delivered, she deliberately engaged PE teachers, who were her 
postgraduate students, in conducting auto-ethnography and reported positive results in 
terms of engaging them in critical reflection on their own practice and future plans. 
One of Armour’s (2006) participants commented: “in my experience, autoethnography 
is a most powerful and accessible form of CPD because it improves teacher learning 
and ultimately pupil learning through the age-old art of story telling” (p. 472). 
Therefore, it is worth noticing that, life history can be used as an approach to not only 
investigates PE teachers’ professional development, but also to stimulates PE 
teachers’ critical thoughts (Sparkes, 1993) and then professional development. The 
potential influence of the use of life story/history approach is reviewed later in the 
methodology chapter.  
 
 
2.3.2 PE teachers’ responses to curriculum change 
Although educational reform is usually rooted in good intentions (i.e. aiming to 
improve schooling by pursuing so-called more appropriate values and teaching 
approaches), the process of redefining and initiating change in the school curriculum 
is unavoidably contested and political. Very often, to emphasise one particular aspect 
of values or accountability means either endorsement or a challenge to different PE 
teachers’ beliefs and teaching practice (Penney & Glover, 1999). Whether an 
educational reform functions as an endorsement or a challenge to teachers is 
dependant on how each of them interprets the perceived curriculum guideline, official 
announcement and public expectations (Curtner-Smith, 1999; Penney & Glover, 
1999). While top-down innovation – initiating educational change mainly through the 
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introduction of curriculum packages – seems to have a long history in many countries, 
its effectiveness is not always as straightforward as leaders have expected (Sparkes, 
1991; Curtner-Smith, 1999; Kirk & MacDonald, 2001; MacPhail, 2007). A main 
problem of government-led reforms is found to be a failure to resolve conflicts – in 
terms of educational intentions and knowledge bases – between those who draw up 
the curriculum and those who put it into practice. In attempting to bridge such a gap 
between policy makers and teachers, some researchers suggest that teachers’ voices 
should be considered/included during curriculum making (Kirk & MacDonald, 2001; 
MacPhail, 2007). Others argue that teachers should be more actively engaged in 
curriculum implementation by conducting action research (Sparkes, 1991) or working 
as curriculum planners (Connelly & Clandinin, 1998; Oh et al., 2011). However, in 
contrast to top-down reforms, Sparkes (1991) reminds us that bottom-up innovations – 
changes initiated by teachers – “are not necessarily less conflict- or tension-ridden”, 
because “ideological differences and conflicts of interest” (p. 15) will also exist 
among different teachers. 
 
Fullan (2007) claims that one of the main goals – as well as main difficulties – of 
large-scale reform is to come to a “shared meaning” that results in “simultaneously 
individual and social change” (p. 11). Since teachers’ interpretation of and receptivity 
to curriculum change can be traced back to their personal learning and working 
experiences, it is not surprising to find the common phenomenon that PE teachers 
often have “different conceptual meanings and perceptions” of the same mandated 
change and implement it “in various ways” (Wirszyla, 2002, p. 16). Rather than 
reproducing what is directed, a number of studies demonstrate that PE teachers are 
more likely to re-contextualise the materials based on their “intimate knowledge” 
(Kirk & MacDonald, 2001, p. 558) in order to adapt, modify and recreate the 
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curriculum guideline to “fit their own teaching philosophies and views about PE” (Oh, 
You, Kim & Craig, 2011, p. 21). In other words, “teachers are not simply passive 
recipients of changes but make decisions… about what is possible and what is not” 
(Johns et al., 2001, pp. 205-206). This process of re-interpreting curriculum materials 
seems to imply that teachers enjoy high levels of autonomy/ownership in their 
teaching practice. Since teachers may even consider the classroom their “domain” 
(Wirszyla, 2002, p. 15), an essential task for researchers as well as educational 
reformers to do is to identify factors or situations that influence teachers’ 
interpretation of mandated curriculum, engagement in innovation and commitment to 
serving pupils’ needs. As factors/situations may work differently from context to 
context, relevant literature is reviewed case-by-case and presented as follows. 
 
In the England context, when the National Curriculum Physical Education (NCPE) 
was implemented in 1992, Curtner-Smith (1999) invited 23 PE teachers to participate 
in his study and explored how individual teachers interpreted the same curriculum in 
different ways. The PE teachers’ responses to the curriculum change were divided into 
three types: (1) conservative, (2) innovative and (3) eclectic. Additionally, eight 
factors were identified, and each had different impacts upon different types of 
teachers’ curriculum interpretation and implementation. For example, in the first 
factor – “perceptions of the original working group’s and government’s interpretations 
of NCPE” (ibid, p. 85), the revision of the NCPE was an encouragement to 
conservative teachers but a disappointment to innovative teachers. The following 
factors were: experience, gender, participation in sport and physical activity, 
experiences during physical education and school sport, initial teacher education, 
other learners and situational constraints. The influences of these factors were outlined 
in the paper. Notably, the study seemed to demonstrate that PE teachers’ responses to 
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educational change were closely linked to each individual’s pedagogical beliefs, 
which were rooted in their personal learning in sports and work. These beliefs were 
not easy to change. 
 
In 1995, the South Carolina State in the USA passed an educational change that 
required teachers to demonstrate observable student learning outcomes. Wirszyla 
(2002) invited nine PE teachers from three selected schools to participate in a 
three-year staff development program (named Physical Education Institute, PEI), and 
explored how the teachers implemented the mandated change with the help of such a 
programme. Several factors were found to be facilitators and hindrances. It was 
suggested that the ‘lead teacher’ in each school played an important role in bringing 
together and helping out colleagues. In addition, “a supportive administrator” and 
“opportunities for teacher collaboration” facilitated reform (ibid., p. 11). On the other 
hand, “lack of facilities and equipment, student discipline [problems], the other 
teachers not collaborating, or [the teachers] not holding their students accountable” 
(ibid., p. 11) hindered change. Notably, an additional hindrance – being occupied by 
or preferring to a role different from teaching (in this study, it was coaching) – 
strongly prevented teachers from committing to the mandated change. 
 
During a period of change in secondary physical education permeating in the United 
States, Bechtel and O’Sullivan (2007) invited four teachers in their study to explore 
how the teachers pursued innovative PE teaching in their working environment. Data 
that portrayed the teachers’ working and learning contexts were taken from official 
documents and interviews with teacher coordinators and school principals, whereas 
data for the analysis of factors impacting teacher change/development were gained 
from individual and group interviewing with the four teachers. Enablers for teacher 
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change were found to be individual teachers’ positive “beliefs and visions” about 
innovation and external “support” from school principals, colleagues and students 
(ibid., p. 227-227). However, some negative examples were provided to show that 
sources of the above positive supports – administration, colleague and student – could 
also function as barriers to innovation. On the other hand, inhibitors to teacher change 
were: (1) “district practices and policies” that neglected the importance of providing 
adequate CPD courses; (2) “educational priorities” that emphasised on an academic 
agenda rather the development of PE; and (3) “the status of physical education” not 
being high and thereby not encouraging enough for teachers to make more investment 
in improving PE teaching (ibid., pp. 230-232). 
 
Kirk and MacDonald (2001) investigated teachers’ voice and ownership in the making 
and implementation of the Health and Physical Education (HPE) curriculum in 
Australia in the 1990s. By following Bernstein’s theory, the authors employed a 
variety of data sources to collect data on the construction of pedagogic discourse in 
the re-contextualising field and secondary field. It was argued that, although teachers 
were proposed to simultaneously be agents in both fields, their engagement in the 
re-contextualising field (policy making) was still delimited by the “power institutional 
forces” and the “nature of their work” and “expertise” (ibid, pp. 557-558); and thereby 
a certain level of inconsistency was found between the produced official documents 
and the teachers’ realities. Hence, instead of working on reproducing the mandated 
HPE curriculum, teachers in the secondary field were more likely to 
re-contextualise/reinterpret the materials based on their “intimate knowledge” (ibid., p. 
558) and “positionality” (ibid., p. 561). Notably, intimate knowledge that influenced 
teachers’ decisions on curriculum implementation included three dimensions: (1) 
knowledge of the children’s needs and capabilities; (2) the context knowledge 
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including available time and human resources; and (3) knowledge of the practical 
realities such as “traditional subject boundaries” and “physical environment” (ibid., p. 
560). 
 
Also using Bernstein’s model, MacPhail (2007) illustrated a particular 
situation/tension in which Scottish secondary school PE teachers were required to 
implement a change (new framework for student evaluation) developed by agents and 
agencies from outside  the school context. In this paper, qualitative comments 
collected by questionnaires were the main data source (a 93% response rate was 
achieved). Similar to Kirk and MacDonald’s (2001) argument, MacPhail (2007) 
claimed that the policy makers failed to include or consider teachers’ views and 
capacities during the re-contextualising field. Such a disconnected relationship 
between both sides seemed to prevent the teachers from putting the proposed 
framework into practice. The teachers’ main criticisms were that the proposed change 
was not “prescriptive enough” and the “support materials” as well as training courses 
were insufficient (ibid., p. 52). Nevertheless, while highlighting the failure of policy 
makers, MacPhail also offered some critical thoughts on the teachers’ passive attitudes, 
which may potentially result in teacher de-professionalisation (ibid., p. 55). The 
teachers’ desire for more prescriptive guidelines implied that they had become used to 
following centralised policies and routines. It seemed like a paradox that, on the one 
hand, the teachers made all the decisions in teaching practice; on the other hand, they 
chose to “teach the subject in a prescriptive way” with the purpose of “helping 
students pass the exam”, which seemed to minimise their “sense of ownership” and 
professionalism (ibid., p. 56). 
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In the East Asian context, Ha et al. (2007) investigated teachers’ will and capacity in 
the implementation of the new PE curriculum in Hong Kong (launched since 2002). In 
pursuing a learner-focused curriculum, PE teachers’ roles were shifted from producing 
winning teams and maintaining school discipline to “promoting an active lifestyle 
among their students” (p.79). The study employed both quantitative and qualitative 
methods. The statistical findings suggested that all teachers believed “such change is 
for the purpose of raising their professional statues” (ibid, 86). However, while 
experienced teachers were more willing to try the change, novice teachers (0-3 years 
teaching) were more concerned with their own abilities and the school culture that 
may limit the scope and depth of innovation. In addition to this, interview data 
explained that one main cultural barrier to PE was that, for many parents and school 
principals, PE as a school subject was “not as important as other academic subjects” 
(ibid., p. 89). Thus, resources allocated for innovation in the PE curriculum were less. 
Such a marginalised status also diminished novice teachers’ enthusiasm for teaching 
PE. In addition, other barriers were found to be: insufficient professional development 
opportunities for acquiring necessary knowledge and teachers’ inability to be an 
effective coordinator among “colleagues, administrators, parents” (ibid., p.88).  
 
A significant educational change, which proposed school-led instead of 
government-controlled curriculum reform, was initiated in South Korea in recent 
years. In this change atmosphere, Oh et al. (2011) employed four experienced PE 
teachers’ narratives to illustrate how curriculum change may occur at the school level. 
In the case-study teachers’ stories, several difficult situations for developing the PE 
curriculum were revealed. One major difficulty was reported as the low status of PE 
due to the schools emphasising academic learning. This low status seemed to result in 
certain ‘senior’ PE teachers’ “neglect of their teaching duties” or “unprofessional 
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behaviour” (ibid, p. 9), which not only constrained enthusiastic teachers from 
engaging in innovation but also had a negative impact on the status of PE. The other 
major difficulty was teachers’ low sense of ownership because, in South Korea, 
“teachers have historically been taught to be curriculum implementers” rather than 
“curriculum interpreters or initiators/animators” (ibid, p. 18). Despite encountering 
difficult situations, the four case teachers’ stories demonstrated how teachers could 
still pursue curriculum innovation and, eventually, provoke changes in colleagues’ 
teaching practices. It was argued that, what motivated the case teachers’ continuous 
efforts in curriculum innovation were their personal desires for (1) changing the 
conservative school culture as well as the status of PE; (2) helping other teachers to 
develop/improve teaching; (3) retrieving students’ interests in participating in PE 
lessons and physical activities; and (4) putting curriculum theories into teaching 
practice.  
 
In summary, a number of factors/situations that have enhanced and inhabited 
curriculum change in different educational contexts (England, Wales, Scotland, 
Australia, the United States, Hung Kong and South Korea) have been reviewed above. 
It can be noted that, PE teachers’ beliefs, which were rooted in their personal learning 
and working experiences, were the most dominating factor across different contexts. 
The importance of teachers’ beliefs in curriculum change is further discussed in a later 
chapter of this thesis (Chapter Eight). However, Fullan (2007) claims that the nature 
of educational innovation is multidimensional (i.e. at least including change in 
materials, teaching approaches and teachers’ belief). Thus, we should be aware that, 
teachers’ belief change does not necessarily lead to changes in teaching practice. One 
example is the so-called “eclectic interpretation”, where teachers claim to be aligned 
with new educational beliefs but still employ old teaching approaches (Curtner-Smith, 
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1999, p.84). Moreover, it could also be argued that, teachers’ belief change along with 
the use of new material and teaching approaches does not necessarily mean that 
student learning outcomes can be changed as expected. Evidence was found in an 
action research project on raising pupils’ physical activity levels that there were no 
differences between pupils of teachers who employed new material and approaches 
and those who retained the same pedagogies (John et al., 2001). As has been 
suggested by many researchers, the implementation of successful curriculum reform 
requires support. In addition to professional development opportunities that enable 
teachers to acquire necessary knowledge and capacities, it is equally important to 
ensure that the required time and resources to allow change are in place (Johns et al., 
2001; Wirszyla, 2002; Bechtel & O’Sullvan, 2007; MacPhail, 2007; Ha et al., 2008). 
More details relating to PE teachers’ learning is reviewed in the next section.  
 
Additionally, it is also suggested that changes/improvements in the status of PE is 
another essential support for teachers’ engagement in curriculum innovation (Bechtel 
& O’Sullvan, 2007). However, whether the status of PE can be promoted by any 
external policy change or can only be improved by teachers themselves striving for it 
within their working context is another complex issue waiting to be addressed by 
further research. 
 
2.3.3 An increasing focus on the effectiveness of PE teachers’ CPD activities 
Although my study aims to investigate PE teachers’ professional and career 
development in a holistic way, it would be unwise to omit relevant studies that have 
been conducted with a more focused scope. As reviewed in the previous section, a 
number of studies have explored the process and source of PE teachers’ learning 
through their life experiences. Yet, recently, there has been an increasing focus on 
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investigating the effectiveness of PE teachers’ professional development activities 
(Armour & Duncombe, 2004; Armour & Yelling, 2004a, 2004b & 2007; Keay, 2006a; 
McCaughtry, Martin, Hodges Kulinna & Cothran, 2006a, 2006b; Keay & Lloyd, 2009; 
Harris et al., 2011). 
 
In a sense, in-service training courses are the most take-for-granted medium for 
government-initiated educational change. By inspecting the official statements of 
educational agencies in different countries, Armour and Yelling (2004a) claim that 
many governments appear to link the rise of teachers’ quality with their attendance at 
professional development courses. This link implies that more attendance at training 
courses will result in better teaching quality and then student learning outcomes. 
However, this assumption is arguable as the effectiveness of in-service training 
courses is questionable (Craft, 1996; Knight, 2002). For instance, Armour and Yelling 
(2004a, 2004b, 2007) argue that, in England, most of the official professional 
development courses are designed using the traditional out-of-school-context model. 
While such courses can be partially successful – for different teachers at different 
times – many fail to meet teachers’ needs in solving their own teaching problems, 
meaning that impacts upon their teaching practice are likely to be low. Such a 
situation is found to be even worse in primary PE (Armour & Duncombe, 2004). 
Furthermore, there appears to be a gap between what teachers want to achieve and 
what they can get from available CPD provision. Whereas many PE teachers value not 
only sport skills but also the health and moral development of pupils, training courses 
relating to the latter two are found to be rarely available (Armour & Yelling, 2004b). 
Although training courses on different aspects of health have since become more 
prominent, in the context of the ‘obesity crisis’, there are still many questions to be 
addressed about their relative effectiveness (Harris et al., 2011). 
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It must be remembered, however, that designing a professional development course 
that can meet teachers’ needs is a complex task. It involves considerations of not only 
what to learn but also how to learn, from whom to learn, and in what context. In terms 
of what to learn, much of the literature suggests that PE teachers are interested in 
practical learning that is relevant to and should be directly applicable to their teaching 
practice (Schempp, 1993; Dowling Næss, 2001; Armour & Duncombe, 2004; Armour 
& Yelling, 2004b). In particular, it has been argued in several studies that PE teachers 
usually prefer “examples of good practice” (Armour & Yelling, 2004b, p. 81), 
“practical content” (O’Sullivan, 2006, p. 278) or “pedagogical content knowledge” 
(Schempp, 1993, p. 16; Ha et al., 2008, p. 87). In addition, PE teachers tend to prefer 
courses that “involve some practical work” (Armour & Yelling, 2004b, p. 80). It could 
be argued that a practical approach not only provides an opportunity for teachers to 
learn and apply their learning simultaneously, but also offers learning context similar 
to PE teachers’ work so that makes the ‘transfer’ of learning less difficult (Hager & 
Hodkinson, 2009). 
 
Nevertheless, despite showing a constant preference for practical courses (although 
the precise meaning of ‘practical’ is not always made clear), it is evident that PE 
teachers make different evaluations of theory-based CPD courses. Whereas many PE 
teachers consider theoretical courses as irrelevant or being distant from the main 
element of their work, which they regard as practical, (Schempp, 1993; Dowling Næss, 
2001), some still believe that theories can be useful and can support their teaching by 
making it “theoretically sound” (Pissanos & Allison, 1996, p. 7). Thus, the key to 
evaluating the impact of CPD courses is not just about whether a course is theoretical 
or practical, rather it is about whether teachers have acquired meaningful learning 
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during their attendance at the course or activity (Bechtel & O’Sullivan, 2006, p.378). 
Apart from merely providing learning materials, the course leader plays a wider role 
in facilitating teachers’ learning. Armour and Yelling (2004b) clarify that a good 
course leader should be both experienced and knowledgeable, and be able to provoke 
teachers to reflect on their own practice and share their own experiences. In other 
words, the CPD provider and course leaders should be able to:  
“address the needs of teachers and the contexts of their lives while providing 
challenging and intellectually stimulating work that drives their thinking and 
critiquing what and why they teach and deliver PE as they do” (Bechtel & 
O’Sullivan, 2006, p.378). 
 
More recently, in search of more evidence on effective CPD for PE teachers, 
researchers have turned to exploring the possibility of using collaborative types of 
learning activities. While it is difficult for official CPD provision to meet all teachers’ 
needs, it has been argued that learning from/with other practitioners could be most 
helpful (Keay, 2006a; Armour & Yelling, 2007). In order to make up for what is 
missing in formal CPD provision, Armour and Yelling (2007) indicate that PE 
teachers often learn by engaging themselves in “self-selected professional learning 
networks or communities” (p. 189). Members of the community could be their 
colleagues or other teachers who attend the same training courses. Through actively 
interacting with those colleagues, PE teachers find themselves able to “learn 
something practical, relevant to their own context, and that can be used in their 
teaching practices” (ibid, p. 192). However, the effect of collaborative learning is 
limited where the group of teachers lack the depth of professional knowledge required 
in a particular area (Harris et al, 2011). Therefore, it is also suggested that such 
learning could be more effective with the help of experienced mentor teachers 
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(Hodges Kulinna, McCaughtry, Martin, Cothran & Raust, 2008) or with a group of 
experts who provide school-based training courses (McCaughtry et al., 2006). 
 
However, for collaborative learning to happen, it needs favourable conditions in 
which to flourish. For example, a restricted and reserved working and learning 
atmosphere is not likely to result in professional communication and sharing. Lack of 
time or opportunity to meet with others makes collaborative learning impossible. 
Furthermore, even though communities could be set up for teachers to learn 
collaboratively, they “do not automatically result in high-quality learning for either 
teachers or pupils” (Armour & Yelling, 2007, p. 195). In Taiwan, along with the 
implementation of the Grade 1-9 Curriculum, teachers have been provided with the 
purpose (conducting team teaching) and the time (TLA) for doing collaborative 
learning. One of the interesting outcomes of this study is to explore whether such 
favourable conditions – which the research suggests should be effective – result in 
effective professional learning. 
 
2.3.4 Factors that impact upon PE teachers’ commitment 
Through reviewing the literature about teachers’ working lives, it is not surprising to 
find out that individual PE teachers have different commitments to and appetites for 
their work and learning. In PE, it appears that the status issue (identified earlier), 
along with other factors that construct or influence the way teachers react to this issue, 
are influential in PE teachers’ commitment. As revealed by several researchers, PE 
teachers who continue to be undervalued are likely to divert their commitment 
(Sparkes & Templin, 1992; O’Sullivan, 2006). However, they do not necessarily react 
in the same way to perceived adverse circumstances. Whereas the case study teacher 
in one study – Danny – decided to decrease his commitment to PE teaching and 
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interaction with pupils due to a disagreement with a school administrator (Templin et 
al., 1991), a case teacher in another study – Sven – found consolation from his 
interaction with pupils when he was marginalised by his colleagues (Dowling Næss, 
1996). While some PE teachers may wish to gain more respect by moving on to 
different positions (Armour & Jones, 1998), others may be unaware of the status 
issues and still focus on their own teaching and allocated additional jobs (Dowling 
Næss, 2001). Additionally, it is also possible that some PE teachers put more energy 
into sport coaching than PE teaching, as the former is more readily recognised by 
people who are not in the PE profession (Schempp, 1993). In thinking about the above 
differences, Day (2004) suggests that:  
“Teacher commitment is closely associated with job satisfaction, moral, 
motivation, and identity… It may be enhanced or diminished by factors 
such as student behaviour, collegial and administrative support, parental 
demands, national education policies, and their own professional histories 
and career phase” (pp. 62-63). 
 
Furthermore, teachers’ commitment is directly connected to their “professionalism” 
and, more obviously, “enthusiasm for the job” (Day, 2004, p. 63). 
 
Bechtel and O’Sullivan’s (2006) review indicated that there are several contextual and 
personal factors that can influence PE teachers’ commitment. Contextual factors 
include school culture (administrative norms and philosophy), micropolitics 
(atmosphere of the organization formed by colleagues), support from the administrator 
and other colleagues, and workplace conditions (shared vision, assigned task and 
environment for doing the work). Personal factors include a teacher’s dispositions and 
beliefs about his or her practice. Not surprisingly, there are more factors found to be 
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influential upon PE teachers’ practice, and these may also be categorized into 
contextual and personal factors. Contextual factors can include policy and curriculum 
changes (Kirk & Macdonald, 2001; MacPhail, 2007; Ha et al, 2008); status of PE and 
the PE teacher (Sparkes & Templin, 1992; O’Sullivan 2006); expectations from 
policies, administrators, community members, colleagues and students (Schempp, 
1993; Pissanos & Allison, 1996); work loads (Dowling Næss, 1996); availability of 
facility and equipment (McCaughtry et al, 2006b; O’Sullivan 2006) and opportunity 
for professional development (Keay, 2006b). Personal factors include: the content and 
level of professional knowledge (Schempp, 1993; Harris et al, 2011); intimate 
knowledge (Kirk & Macdonald, 2001); beliefs about pedagogy (Pissanos & Allison, 
1996); personal history and philosophy about PE (Armour & Jones, 1998; Armour, 
1997); and perceived professional identity as a PE teacher (Keay, 2006b; Dowling, 
2011). 
 
Although many factors and their impact on teachers’ professional lives have been 
explored, it is argued in this study that there might not operate in the same way when 
located in different contexts. Furthermore, rather than studying each factor alone, it is 
important to explore the relationship of these factors – especially the interaction and 
inter-connected relationship between personal and contextual factors – in order to 
draw a detailed picture about how the studied PE teachers think and act in their 
specific context. It is from a perspective of complexity that this study explores 
Taiwanese PE teachers’ responses to the implementation of a national education 
reform.  
 
2.4 Conclusion of This Chapter 
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In order to inform this research on Taiwanese PE teachers’ careers and professional 
development, this chapter has reviewed literature relating to: (1) the development of 
the PE curriculum and PE teachers’ work and learning in the Taiwanese context; (2) 
the methods of teachers’ professional development along with relevant learning 
theories that underpin teacher learning; and (3) studies that specifically investigate PE 
teachers’ career and professional development. In summary, the above reviewed 
literature guides this study to focus on the following issues.  
 
Firstly, it appears that the implementation of the Grade 1-9 Curriculum is a dramatic 
change in the historical development of Taiwanese PE. Although research in Taiwan 
has reported the impact of educational reform upon PE, they are mainly based on 
literature reviews or personal observations rather than the collection of specific 
empirical data. Whilst Shy (2003) and Tseng (2004) consider that the flexibility of the 
new curriculum may result in teachers making few or no changes to PE teachers’ 
teaching practice, this viewpoint lacks of evidence offered by those practitioners. 
While studies in Taiwan have rarely focussed on the relationship between the 
introduction of policies and the PE teachers’ perspectives, it will be worthwhile to 
explore how PE teachers’ beliefs have been influenced by the educational changes 
over time.  
 
Secondly, in addition to changes to teachers’ work, the curriculum reform has also 
brought many innovations to Taiwanese school teachers’ learning. For example, 
different forms of learning strategy – workshop and experience sharing – were 
intended to promote not only teachers’ professional knowledge but also reflection and 
collaboration. The policies launched since 2003 indicated specific directions that 
could make CPD provision more aligned with PE teachers’ learning needs. However, 
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again, few studies have been conducted to investigate these official learning strategies 
from teachers’ perspectives. It is believed that to investigate the connection between 
curriculum reform and PE teachers’ experiences – work and learning – will provide 
valuable data for future policy and curriculum improvement. More importantly 
perhaps, in order to expand teachers’ learning networks, between 2003 and 2006, the 
MOE created a large number of ‘coordinators’. It was assumed that the coordinators 
of HPELA – teachers who teach and learn and coordinators who help others to learn – 
could provide valuable data when reviewing the implementation of this curriculum 
reform. 
Thirdly, the recent professional development policies in Taiwan (i.e. the requirement 
for TLA and HPELA curriculum development committees) appear to be closely 
related to attempts made in other countries, as reported in the international literature, 
showing an increasing interest in promoting teachers’ CPD through collaborative 
types of learning activities. Yet, it is widely reported that although providing 
opportunities for teachers to meet is a necessary condition for collaborative learning to 
occur, such opportunities “do not automatically result in high-quality learning” 
(Armour & Yelling, 2007, p. 195). Thus, it will be valuable to explore whether such 
new policies resulted in effective professional learning for the participants in this 
study. 
 
Additionally, with regard to the methodological design, it has been found that studies 
that intend to capture teachers’ perspectives often involve collections of personal 
narratives (especially life story/history) and a certain period of observation of or 
participation in the studied teachers’ work or even personal lives. However, while 
many of these studies include only a very small number of, or even just one 
participant, some are found to involve a considerable number of participants for 
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certain purposes (O’Sullivan, 2006). Thus, it will be necessary to further clarify the 
principles underpinning this type of research approach before moving on to decide 
which particular methods are selected and how they will be used. These issues are 
addressed in the next chapter. 
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Chapter Three: Methodological Issues  
 
 
3.1 Introduction: Some Thoughts about Paradigms 
The research strategy for this study evolved from a methodological attempt to analyse 
an educational innovation through teachers’ eyes. When designing and reviewing the 
methodology of a study, the term paradigm is often used. Guba (1990) defines 
paradigms, in academia, as sets of belief systems that “guide disciplined inquiry”, 
which lead researchers to respond to “ontological, epistemological and 
methodological questions” (p.17-18). In an attempt to access teachers’ perspectives, it 
is assumed that, ontologically, the nature of what I intend to investigate falls into the 
classification of constructivism (Guba, 1990) or the interpretive paradigm (Sparkes, 
1992), both of which are founded on the belief that realities are multiple, constructed 
through interpretation and in the mind. However, while this study also aims to explore 
common shared culture/problems by including multiple participants, it is difficult to 
ignore the idea that there are things happening out there – social events and 
educational policies – to be experienced simultaneously but interpreted individually. 
Thus, the study appears to lean towards the ontological and epistemological 
assumptions of the critical paradigm (Sparkes, 1992). However, since the critical 
paradigm is regarded as a form of inquiry that seeks primarily to reveal and challenge 
power relationships and social structures, it might deviate from my original intentions. 
That is because, firstly, this study does not begin from a specific critical position; 
instead, if critical voices are heard, they will be the voices of teachers who are often a 
marginal group in the making of educational reform (Goodson, 1992). Secondly, the 
participants invited to take part in this study – teachers only – may not, on their own, 
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reflect the complexities of social structure, but instead reflect some culture, beliefs or 
inter-relationships that are commonly shared, including by teachers (Hargreaves, 1995; 
Corbin & Strauss, 2008). It is clear that my position in the study is to understand how 
teachers perceive the living context, are shaped and affected by it, and indeed shape it 
too. My deliberations on the research design evolved from this goal. 
 
Flanked by objectivism and subjectivism, Sparkes (1992) points out that “most 
researchers would probably locate their assumptions somewhere on a continuum 
between the two poles that would allow for the influence of both” (pp. 13-14). 
Hargreaves (1995) claims such “eclecticism can sometimes forge creative connections 
across paradigms and push the boundaries of understanding further” (p.10). Although 
Sparkes (1992) indicates the strength of a paradigm is to keep researchers from 
extensive considerations in “existential or epistemological” issues and “make action 
possible”, he also reminds us that the weakness of a paradigm is that “the very reason 
for action is hidden in the unquestioned assumptions” (p. 12). Thus, compared with 
following a particular paradigm without being aware of the lenses he or she wears, it 
is more important to be reflexive on the selected methodology and use the logic of a 
paradigm to review and maintain coherence during each step of the research strategy. 
Specific methodological issues pertinent to this study (i.e. research approach, case 
selection, data collection, process of fieldwork, data analysis and criteria of validity) 
are illustrated in later sections of this chapter. 
 
As Corbin & Strauss (2008) claim that “we don’t separate who we are as persons from 
the research and analysis that we do” (p.11), the research question and methodology 
of this study, which are selected from a range of options, are influenced by my 
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previous experiences. Therefore, this methodology chapter moves on to introduce 
some key experiences and beliefs of mine. 
 
 
3.2 Experiences and Beliefs that Led Me to This Study 
This section is about my background that led me to pursue this study, thus the first 
person pronoun will be used. Apart from the appropriateness of the methodology 
illustrated in the rest of the chapter, experiences and beliefs illustrated here could 
provide additional explanations about why I chose to study PE teachers’ professional 
development and employ life history and grounded theory. In addition, some 
explanation below may also help readers to understand the lens through which I 
conducted this study.   
 
My research interest in teachers’ professional development began with the initial 
purpose of understanding and facilitating my own development as a PE teacher. I 
undertook a two-year full-time Masters degree after completing one year of teaching 
at a high school. In an attempt to improve my own teaching by learning from the 
knowledge of experienced PE teachers, in 2002 I wrote my dissertation on the 
development of teachers’ practical knowledge. The data were analysed using the 
grounded theory method (Strauss & Corbin, 1990), because it appeared to be 
systematic, and therefore the most valid choice in a situation (particularly in Taiwan) 
where qualitative research had just begun to establish its status and often needed to 
answer challenges from predominant positivists. Due to a concern to validate what I 
wanted to do, I continued my intention to use grounded theory when I began this 
doctoral study, although, as the study progressed, I found myself to be more in tune 
with grounded theorists who hold positions different from positivists (Charmazs, 2000, 
 77 
2005; Corbin & Strauss, 2008). Additionally, my research interest in PE teachers’ 
CPD could also be linked to one of the research questions in my previous study – the 
development of teachers’ practical knowledge. I was fascinated by stories about how 
the key participant became a PE teacher, and arrived where she was, both personally 
and professionally. This experience reinforced in me a belief that any profound 
understanding about a teacher’s perspectives should not be separated from his or her 
personal history, and this informed my intention to use a life history approach in this 
study. 
 
It is also important to note that an understanding of the personal beliefs developed 
through my own learning and teaching could help readers to understand how I have 
interpreted participants’ life histories in this study. Before becoming a teacher, I used 
to believe that what I learnt in PETE – sports skills, motor learning and PE 
pedagogy – provided sufficient training to make me a competent PE teacher. However, 
after I engaged in PE teaching, I encountered a so-called reality shock about the 
limitations of my prior learning realising, for example, that without proper classroom 
management, I could barely teach pupils anything. For me, at that time, improvement 
in management was gained through trial-and-error and self-reflection rather than 
through in-service training courses, because there were no courses relevant. 
Accordingly, when I undertook the Masters degree, I was interested to study the 
nature and origin of teachers’ theory-in-use. My concern about the practical aspects of 
PE teaching became even stronger after a further year of teaching at another high 
school. Therefore, while I undertook interviews with the aim of investigating 
participants’ concerns about PE teaching in this study, I was already interested in 
issues associated with the difference between what they wanted to do, and what they 
actually did in practice. It was important, therefore, for me to be critically aware of my 
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prior position and the potential bias as a result. At the same time, I found that my 
interest in the link between theory and practice in participants’ arguments sometimes 
resulted in a great amount of interview data that seemed interesting but that was not 
central to the focus of this study.  
 
While my first year as a teacher happened to coincide with the initial implementation 
of the Grade 1-9 Curriculum, like many participants in this study, I also took many 
school-based in-service training courses and designed a so-called school-based 
curriculum. However, my previous engagement in teaching and curriculum reform 
was like a two-edged-sword, which could help my understanding of participants’ 
expressions toward the curriculum reform on the one hand, and might replace their 
real intentions by the taken-for-granted assumptions I held on the other. Therefore, the 
use of a grounded theory method was also an attempt to avoid imposing 
preconceptions upon the participants’ arguments, although in practice I found myself 
engaged more in a process of ‘constructing’ theory than ‘finding’ it.   
 
Since I first began studying PE teachers, I have always held a personal aspiration to 
understand why different PE teachers do what they do. This interest could have been 
stimulated by questions about the contradictory behaviour of my own high school PE 
teacher, who was also a coach of the soccer team I joined. After I undertook PETE 
training and worked as a PE teacher, I kept wondering how he, who had experienced 
similar training to mine and had been very skilful, could be so enthusiastic about 
coaching but so indifferent to PE teaching. During my Masters study, I developed an 
understanding that those PE teachers who became indifferent to teaching had perhaps 
failed to adjust their pedagogies in order to attract pupils to PE, meaning that they 
gradually lost interest in the whole process of PE teaching. Therefore, I felt it would 
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be important to develop in-service training courses that could help to solve difficulties 
encountered in teaching. Although the above assumption could be partly true, through 
the conduct of this study, I have gradually formed new insights suggesting that 
teachers’ actions are linked in more complex ways to the lived school culture and 
social context. Similar to what Hargreaves (1995) came to understand, I came to 
recognise that in many cases, the teacher was “not personally unskilled or uncaring, 
but rather people of a particular time and place” (p.10). Accordingly, an important 
belief that permeated throughout the analytic work undertaken in this study was to 
address the relationship between the participants and the lived context, and how the 
participants interacted with and were impacted by it. In particular, this attempt can be 
clearly illustrated in the last chapter of the research findings – the dynamics of PE 
teachers’ practice. However, rather than being driven by a preconceived framework, 
the findings were developed through a series of deliberate analytic steps and grounded 
in the collected data. 
 
The above section has outlined my personal experience which underpins (or possibly 
undermines) this study. The following sections provide an overview and analysis of 
the research approach, methods of data collection, process of fieldwork, data analysis 
and other methodological issues associated with this study.  
 
 
3.3 Approach 1: Life History 
3.3.1 Narrative, life story and life history 
The importance of story telling/narrating is usually implicit, because it is so basic to 
human nature. Atkinson (2002) affirms that we not only think and speak in story form, 
but also “bring meaning to our lives through stories” (p. 121). Thus, if researchers 
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want to understand a person’s unique perspective, it could be argued that the best way 
is to listen to their telling. Hatch and Wisniewski (1995) indicate that using narrative 
has been an important research approach since the 1980s, mainly because it provides 
“exciting alternatives for connecting the lives and stories of individuals to the 
understanding of larger human and social phenomena” (p. 113). Moreover, Dhunpath 
(2000) identifies narrative as a new paradigm, called “Narradigm” (p.544), which is 
based on the understanding that:  
“our lives are intrinsically narrative in quality. We experience the world 
and re-present our experience narratively. Biographies and other forms of 
life writing enable the reconstruction and interpretation of subjectively 
meaningful features and critical episodes of a teacher educator’s life, 
allowing us to see the unities, continuities, and discontinuities, images 
and rhythms” (p. 545). 
 
Although much qualitative research uses narrative data as material, Chase (2005) 
defines “narrative inquiry as a particular type, a subtype, of qualitative research” 
(p.651). Despite narrative inquiries developing extensively, it can be argued that it is 
still “a field in the making” (p.651). Moreover, researchers new to narrative inquiry 
are likely to be confused about a broad range of related terms, such as:  
“autobiography, biography, interpretive biography, autobiographical 
narrative, life history narrative, oral narrative, life narrative, personal 
narrative, stories, life stories, self stories, personal experience stories, 
auto-ethnographic fiction, personal history, oral history, case history and 
case study” (Hatch &Wisniewski, 1995, p. 124).  
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In addition, narratives are used differently in terms of focus and style when used in 
different disciplines, such as in psychology, sociology, anthropology, ethnography, 
autoethnography and, of course, educational research (Chase, 2005). For some 
educational researchers, life history – a strongly supported approach – aims to explore 
teachers’ lives and reflect the implementation of educational policies by locating 
teachers’ and teacher educators’ personal experiences within broad educational and 
historical settings (Dhunpath, 2000; Goodson & Sikes, 2001).  
 
With regard to the relations between narrative and life history, life history is a type of 
narrative; moreover, a specific type of narrative inquiry within qualitative research 
(Hatch & Wisniewski, 1995; Chase, 2005). The key feature of narrative inquiry is the 
use of stories, oral or written, to build understanding of others or selves. Such stories 
could take the form of “(1) a short topical story about a particular event and specific 
characters; (2) an extended story about a significant aspect of one’s life; or (3) a 
narrative of one’s entire life from birth to present” (Chase, 2005, p. 652). Life history, 
as a type of narrative, shares similar characteristics to narrative inquiry, however 
Chase (2005) defines life history as a more specific term to describe an extensive 
autobiographical narrative. Whereas narrative inquiry emphasizes the style and 
narrative form of an individual’s telling and how stories are told and structured, life 
historians are interested in the connection between individual’s stories and wider 
social events (Hatch & Wisniewski, 1995).   
 
Undoubtedly, life story and life history are also two similar terms that confuse new 
researchers. With regard to their similarities, Atkinson (2002) considered them as 
interchangeable because they both contain birth-to-present narratives and consist of 
meaningful events. Armour (2006) indicates that they are both “biographical research” 
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where a researcher “constructs, or co-constructs, a story about a life, or part of a life” 
(p. 472). Furthermore, they both aim to “better understand that life, to shed light on 
similar or contrasting lives, and/or to inform an analysis of a particular issue or event” 
(p. 472). In addition, Sparkes (1994) considers them as a means of “articulating 
voices” (p.166). On the other hand, a number of researchers point out the different 
foci of life story and life history. Goodson (1992a) defines life story as the “story we 
tell about our life”, whereas life history draws upon “a wider range of evidence” (p. 6). 
Armour (2006) emphasizes that whereas “life stories can be constructed using a range 
of data about a life, life histories must consciously seek to link such data to historical 
times, locations and events” (pp. 472-473). In taking school teachers as an example, 
she argues that while “life stories might focus exclusively on teacher agency, life 
histories are about the interplay of agency and structure as played out in the lives of 
particular individuals at particular moments in time” (ibid., p. 473). Hence, since the 
life history approach enables researchers to “locate individual experience within 
socio-historical contexts” (Dowling Næss, 2001, p.45), it has “the potential to make a 
far-reaching contribution to the perennial problem of understanding the links between 
personal troubles and public issues” (Goodson, 1995a, p. 90). As Goodson (1992a) 
points out, “the life history is the life story located within its historical context” (p.6), 
so the main distinction between the two is the attempt to connect personal experiences 
with social and historical events.  
 
3.3.2 Life history approach in educational setting 
Within an educational setting, Goodson (1992) argued that the “teacher’s life” is “one 
of the most neglected aspects of the taken-for-granted reality of schooling” (p. ix). 
Dhunpath (2000) also claimed that:  
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“if we accept that our insight into education is best achieved by trying to 
understand how life is seen by those living in it rather than by accepting 
uncritically perspectives of those administering the system, we have to 
begin listening more systematically to teachers, teacher educators and 
children” (p.550).  
 
Dowling Næss (1996) further confirms that the life history approach:  
“enables the exploration of an individual’s subjective reality and can 
reveal the ‘taken-for-granted’ world of teachers. Unlike most social 
science research, life history captures life’s ambiguity, problems and 
chaos, instead of attempting to impose a form of order or generalisation 
which is seldom present” (p. 43). 
 
When employing life history to study teachers’ professional development, Goodson 
and Sikes (2001) point out that there are potential benefits such as: (1) engaging 
participants or readers in “self-reflection”; (2) “learning about schools and schooling, 
theory and lived experience”; and (3) “therapeutic and cathartic benefits” to teachers 
in “times of crisis” (pp. 73-74). In terms of facilitating teachers’ learning, Sparkes 
(1994) supports the view that the telling and reading of life histories can help 
individuals to reflect on “the occupation of teaching in new and emancipatory ways” 
(p. 179), because:  
“the reading of the life histories of other people with different experiences 
provides a stimulus for reflecting on the tacit assumptions that guide our 
actions in daily life in ways that we may be blissfully unaware of” (Sparkes, 
1993, p.114). 
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In attempting to exploring teachers’ professional development, it is clear that the use 
of “life history allows us to stand back and examine our own and other people’s 
experience of schooling” (Goodson & Sikes, 2001, p. 73). However, it should be 
noted that “life history work is not simply limited to documenting the consciousness 
of individuals” (Sparkes, 1994, p. 165). By listening to teachers’ voices, we can draw 
a picture about how teachers’ perceptions of “continued professional learning” are 
constructed, and how they “made meaning from the construction” (Pissanos & Allison, 
1996, p.17).  
 
3.3.3 How to collect/construct life histories? 
It has been clearly identified that “life history is the life story located within its 
historical context” (Goodson, 1992a, p.6), though, in the practice of data collection 
and analysis, there are still questions to be clarified, such as: what is a life story? How 
is the life story located within its historical context, and how then does it become a life 
history? 
 
First of all, Atkinson (2002) argues that:  
“a life story is the story a person chooses to tell about the life he or she 
has lived, told as completely and honestly as possible, what the person 
remembers of it and what he or she wants others to know of it, usually as 
a result of a guided interview by another” (p125).  
 
In addition, despite there being different approaches to analyzing and presenting life 
stories (Plummer, 1995; Goodley, Lawthom, Clough & Moore, 2004), most 
researchers who employ life story/history would seek to explore subjective realities 
rather than objective truth around individuals, and usually take the epistemological 
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view that “the social world is an interpreted world… with the concept of multiple 
realities” (Goodson & Sikes, 2001, p.39). For individuals, what happens as truth ‘out 
there’ is constructed as subjective reality through interpretation. Therefore, what is 
studied – i.e. an individual’s reality – can hardly be measured or illustrated by any 
external means, but instead is re-constructed through story-telling of the personal 
experience. As defined by Atkinson (2002), “the resulting life story is the narrative 
essence of what has happened to the person” (p125).   
 
Goodson & Sikes (2001) claim that the construction of a life history from a life story 
is a joint work of cooperation and creation. Firstly, the life story part is told during the 
interactive process between interviewer and interviewee. Except for diary writing, the 
life story is usually produced in company with another person, whether during a 
research interview or everyday conversation. The produced life story is a result of 
interaction between past and present values, beliefs and experiences of one self. As 
time goes by, when an individual has grown and learnt, he or she may develop 
different evaluations of the same historical event; yet, what has happened to him or 
her has not changed. To discover such a shift in personal evaluation does not mean a 
detection of error, rather it is considered a clue to understanding the development of 
the individual. Secondly, in life history, the narrative product is a re-constructed form 
of an individual’s life story in the context of material such as: personal files, related 
official documents and researcher’s fieldwork notes. In other words, it is a review of a 
range of evidence in relation to the person and issues studied. It is undeniable that in 
most cases, the researcher makes the decision about what stories are included as data, 
which historical events are identified as important, and how these connect with the 
production of a life history. However, an important principle that distinguishes life 
history from fiction is that life history must be evidence-based.  
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Life historians “see informants and researchers as being each engaged in interpreting 
the world from their own various perspectives” (Goodson & Sikes, 2001, p.39). Not 
only do the informants construct their reality through interpretation, the researchers 
also understand informants’ stories and the located social context through 
interpretation. From the researchers’ perspective, Atkinson (1989) indicates that 
interpretation requires them “to validate the story itself and to explain the meaning of 
the story” (p.58). In order to be responsible for the produced life history, researchers 
should declare how stories are collected and re-constructed to “make a re-presentation 
of reality” (Goodson & Sikes, 2001, p.49). The issue of validity in the context of this 
research is discussed in a later section. 
 
The analysis of life history is about making sense of life stories and other evidence, 
and finding out how a particular social position influences lives (Goodson & Sikes, 
2001). Life histories are, therefore, neither participants’ pure accounts nor wholly 
researchers’ theories. The process is more akin to what Plummer (1995) defined as a 
“systematic thematic analysis” of life story, where the participants can speak for 
themselves, and the researcher then “accumulates a series of themes” (p.61). Whereas 
one life history provides one intimate account of a social reality, the collection of 
different individuals’ life histories can be strong evidences for revealing common 
shared culture or beliefs pervaded in the informants’ living context (Goodson & Sikes, 
2001). In an attempt to systematically draw cross-case themes from collected data, this 
study also employs a grounded theory method. The reason for and practice of 
employing grounded theory will be illustrated in the following sections.   
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3.4 Approach 2: Grounded Theory  
3.4.1 The origin and feature of grounded theory 
Grounded theory was initially presented by Barney G. Glaser and Anselm L. Strauss, 
in their 1967 book, The Discovery of Grounded Theory, which proposed a set of 
systematic research strategies for qualitative research. The book identified procedures 
for discovering theory from data that was systematically obtained, selected and 
compared (Glaser & Strauss, 1967). Grounded theory was developed to defend the 
legitimacy of qualitative research in a critical period of social science history, as it 
was the only form of systematic social scientific inquiry (Charmaz, 2000).  
 
The term “grounded theory” indicates both the “method of inquiry” and the “product 
of inquiry” (Charmaz, 2005, p507). With respect to the method of inquiry, the major 
strategy is a “general method of comparative analysis” with inductive nature (Glaser 
& Strauss, 1967, p.1). It offers a procedure that assists researchers in analyzing large 
amounts of qualitative data. The data collection and analysis process are conducted 
simultaneously or in rapid sequence in order to obtain further understandings. The 
research procedure involves four main kinds of technique: coding, comparative 
analysis, memo writing and theoretical sampling (Glaser & Strauss, 1967; Strauss & 
Corbin, 1998, 2008; Charmaz, 2000, 2006; Pidgeon & Henwood, 2004; Glaser, 2007). 
It is suggested that researchers who do not attempt to generate a unique theory – as 
many grounded theorists aim to – can still adopt grounded theory methods to process 
their research data and findings. Grounded theory methods can also be combined with 
other methods in order to enhance the quality of studies (Charmaz, 2000, 2005; 
Strauss & Corbin, 1998). For example, in doing ethnographical research, Charmaz 
(2006) argues that the grounded theory method could help researchers to generate 
categories from large, disorganised data sets. The process could lead ethnographers 
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“to compare data with data from the beginning… not after all the data are collected; to 
compare data with emerging categories; and to demonstrate relations between 
concepts and categories” (p.23). Grounded theory methods can, therefore, move 
ethnographical research, including life history, “toward theoretical development by 
raising description to abstract categories and theoretical interpretation” (p.23). 
 
3.4.2 Which grounded theory can best serve life history? 
Over time, the original grounded theory method has “evolved into many different 
approaches to building theory grounded in data”, and each modification has been “an 
attempt to modernize or to extend the original method, bringing it more in line with 
contemporary thought” (Corbin & Strauss, 2008, p. viii). Because they assume 
different ontological and epistemological positions, the nature of the generated 
grounded theories is also different. In responding to the question “where the theory is”, 
positivists assume that theory is hiding in data and waiting to be discovered. What 
researchers should be doing, therefore, is to follow a set of rigorous procedures to 
process data and allow theory to ‘emerge’. From this perspective, although data are 
analyzed by persons, researchers who are located in a positivist paradigm claim that 
this is the best way to ensure ‘objectivity’ in data analysis (Charmaz, 2000, 2006; 
Strauss & Corbin, 1998). On the other hand, researchers who choose interpretive and 
constructive paradigms disagree that theory can simply “emerge” from data, “because 
interpretation and analysis are always conducted within some pre-existing conceptual 
framework” (Pidgeon & Henwood, 2004, pp. 627-628). What is studied, therefore, is 
“the researcher’s interactions within the field and questions about the data” (Charmaz, 
2000, p. 522). This explains why it was important to explain my previous experience 
before coming to the position of researcher in this study. 
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Despite having different epistemological positions, grounded theorists often share 
similar analytical techniques and attempt to generate theories (or theoretical 
understandings about what has been studied) rather than test or verify existing theory. 
Strauss and Corbin (1998) define generated theory as  
“a set of well-developed categories (e.g., themes, concepts) that are 
systematically interrelated through statements of relationship to form a 
theoretical framework that explains some relevant social, psychological, 
educational, nursing or other phenomenon” (p.22).  
 
However, following the contradiction in epistemology, both positivist and 
constructivists also disagree about the use of the generated theory. Positivist grounded 
theorists attempt to generate theory that can be used to not only explain but also 
predict (Glaser & Strauss, 1967). However, this is not to suggest that every grounded 
theory product is on the same level. Glaser (2007) clarifies that there is “substantive 
grounded theory” and “formal grounded theory”. Whereas the former refers to a set of 
descriptive explanations towards a specific or substantive area, the latter aims to 
create conceptual generalizations which are refined from several substantive areas. 
Thus, a so-called formal grounded theory can be “abstract of time, place and people” 
and “endure virtually forever with modification” (p.4). Harry, Sturges and Klinger 
(2005) also affirm that generated theory could “be tested in various situations” in 
order to achieve “the level of formal theory” (p. 11).  
 
Grounded theorists who support the interpretive paradigm are dedicated to acquiring 
profound understanding rather than making predictions (Charmaz, 2006). Initially, 
grounded theorists tend to delay conducting a literature review in order to generate a 
grounded understanding, which is not influenced or limited by existing theories. 
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However, in an educational setting, the researchers are usually already involved in the 
field of study and have a good level of understanding of it and some key literature. 
Thus, it is not possible to generate a grounded understanding that is as ‘pure’ as was 
initially proposed – even if that were ever possible or indeed desirable (Harry, Sturges 
& Klingner, 2005). Furthermore, from a constructivist’s viewpoint, the researchers 
who conduct data analysis are part of the product of grounded theory. Following the 
interpretive tradition, the use of grounded theory is to “define conditional statements 
that interpret how subjects construct their realities” (Charmaz, 2000, p.524). This 
positioning of constructivist grounded theorists appears to match with the attempt of 
life historians to generate interpretive understandings toward the studied individual or 
group. So, given that they share a similar epistemological position, it is argued here 
that constructivist grounded theory has the potential to facilitate the analytic work of 
life history. 
 
3.4.3. Responses to criticisms of grounded theory 
Thomas and James (2006) strongly criticize the legitimacy of grounded theory by 
challenging its three key components: discovery, grounded and theory. They argue 
that, epistemologically, what is studied is not a “discovery” of something ‘out there’. 
The product of grounded theory, therefore, neither emerges from nor is “grounded” 
but is always a mix of the researcher’s interpretation with the data. Thus, the product 
is insufficient to achieve the standard of so-called “theory”. They regard grounded 
theory as problematic because it risks the researcher “losing the best of qualitative 
inquiry” (p.791) by following procedures that may be merely 
“methods-for-making-sense” (p.771). 
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Before responding to the above criticisms, it should be clarified that, firstly, Thomas 
and James (2006) seem to hold a dichotomy which allows for only either positivism or 
interpretivism; and secondly, their critique appears to be a counterattack against those 
who over-glorify and take-for-granted the use of grounded theory, thereby ignoring 
other possibilities of conducting qualitative inquiry. Indeed, the original grounded 
theory was created to meet the needs of qualitative inquiry in a particular context; it 
would be problematic, therefore, if contemporary researchers were to employ 
grounded theory without deliberately considering its nature. Grounded theory has 
evolved to meet contemporary requirements over the years. A number of grounded 
theorists have also come to acknowledge that the generated theory is a construction 
through interpretation and interaction rather than a result of discovery by its 
emergence (Charmaz, 2000, 2006; Pidgeon & Henwood, 2004; Corbin & Strauss, 
2008). Furthermore, and importantly, with regard to the intended analytic procedures, 
it is recognised that “no researcher should become so obsessed with following a set of 
coding procedures that the fluid and dynamic nature of qualitative analysis is lost” 
(Corbin & Strauss, 2008, p12). 
 
A potential threat to grounded theory, as Thomas and James (2006) argue, is that 
ontologically it takes a middle way between objective and subjective reality. However, 
Sparkes (1992) indicates that researchers often choose such a middle position. As 
Harry et al. (2005) argue, rather than being obstructed by the “dichotomy between 
neutrality and value-laden perspectives”, it is more productive to remain open and 
develop “truly reflective research habits” in qualitative research (p.11). Moreover, the 
use of grounded theory is an attempt to maximise the application of qualitative 
findings. As Corbin and Strauss (2008) argue, “without a conceptual language, there is 
no basis for discussion, conflict, negotiation, or the development of knowledge based 
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practice” (pp. 10-11). Additionally, although following grounded theory does not 
necessarily produce meaningful findings, it is also unacceptable for researchers to 
employ no clear analytic procedures, or to report findings that are untraceable through 
the data. Finally, with regard to the use of theory as the product of grounded theory, 
rather than create a new name to describe such theory, it is perhaps more realistic to 
re-define the meaning of the produced theory. It is understandable that using the 
word – theory – is based on an attempt to generate something more than description in 
qualitative research. However, Glaser (2007) admits that no matter how formal the 
product of grounded theory is, it is not a grand theory. Thus, Charmaz (2000) defines 
grounded theory as a product of “middle-range theoretical frameworks that explain the 
collected data” (p.509). 
 
 
3.5 Approaches 1 & 2: Combining Life History and Grounded Theory 
The attempt to use life history and grounded theory simultaneously in data analysis in 
this study has a dual purpose: to present the character and complexity of each PE 
teacher’s life as a story of a whole (Goodson & Sikes, 2001); and to collect and 
analyze data systematically and generate a theoretical understanding of the 
phenomenon studied (Charmz, 2006).  
 
It has been illustrated in earlier sections of this chapter that combining a life history 
approach and constructive grounded theory is epistemologically appropriate, because 
both are located in the interpretive qualitative framework. In addition, both of them 
are similar in dealing with the sequence between data collection and analysis. 
Whereas life historians tend to undertake data analysis right after each piece of data 
(interview or document) is collected (Goodson and Sikes, 2001), grounded theorists 
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propose conducting data collection and analysis simultaneously (Charmaz, 2000). 
Unlike research located in a positivistic paradigm, where analysis tends to be 
undertaken after all evidence is collected, both life history and grounded theory take 
time to repeatedly re-identify the research focus and re-collect further research data. It 
also argued that the unique data analysis and collection strategy of grounded theory – 
‘theoretical sampling’ (Charmaz, 2000) – can further the quality of life history 
production.   
 
The analytic work of life history involves not only retelling or representing the 
informants’ narratives but also reviewing a range of evidence and “fitting the evidence 
and information into a framework of some…classifications, categories, models, 
typologies or concepts” in order to “make sense of or interpret one’s life” (Goodson & 
Sikes, 2001, p. 34). Additionally, although life telling is provided by participants, it is 
the researcher who makes interpretations and decisions about the collected data and 
re-constructs the life history. Rather than counting on fortuitous opportunities, the 
purpose of employing grounded theory is to be systematic in reviewing data and 
generating themes out of life history. It is believed, therefore, that the use of 
constructivist grounded theory can effectively serve the analytic work of life history. 
 
Despite being in a different form when presenting findings, the story form of life 
history and the thematic form of grounded theory both aim to generate an interpretive 
understanding of an individual’s lived world/reality. It can be argued that each 
approach adds to the strength of the other. The product of life history, which is a 
holistic account of an individual’s character, life and living context, can facilitate 
understanding of the generated theoretical elements; on the other hand, the generated 
theory can promote knowledge of the impact of shared culture/social events further. In 
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particular, as Goodson & Sikes (2001) argue, each life history is just the story of each 
individual, though it will be more meaningful if something in common can be found 
across different stories. When multiple participants are invited into the design of life 
story research, the use of grounded theory has the potential to be helpful and effective 
in undertaking thematic analysis across different participants’ life histories. 
 
 
3.6 Data Collection: Methods and Relevant Issues 
In an attempt to construct life histories, a number of data sources can be used: 
one-to-one interview-conversations, collection of relevant key events through 
time-lines, diaries and other personal writings, and official documents relating to the 
settings and events studied (Goodson and Sikes, 2001). Among the above strategies, 
interviewing appears to be the most direct way to understand people’s lived realities 
(Atkinson, 1998, 2002; Silverman, 2006; Kvale & Brinkmann, 2009) and the use of 
interviewing allows researchers to “understand experiences and reconstruct events” in 
which the researcher did not participate (Rubin & Rubin, 2005, p 3). In this study, 
interview data along with relevant official and personal documents were collected 
from eight Taiwanese PE teachers to access narratives about their (1) personal and 
career development, (2) involvement in the educational reform, and (3) advice on the 
implementation of a new curriculum. 
 
3.6.1 Epistemological issues in interviewing 
In order to make the best use of interviewing and interview data, researchers should 
define the nature of the interview used in their studies. Kvale and Brinkmann (2009: 
48-49) use two metaphors – interviewer as a miner or as traveller – to reflect 
researchers’ epistemological positions. The former aims to obtain the “objective real 
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data or subjective authentic meanings” that are pure and “unpolluted by any leading 
questions”, whereas the latter considers that the data are obtained through 
conversation, and the meanings of data are “differentiated and unfolded” through the 
researchers’ interpretations. Accordingly, Silverman (2006) indicates that interviews 
can be guided by different paradigms for different purposes. He summed up three 
types of interviewing: (1) using standardized questions to investigate facts about 
behaviour and attitudes; (2) adopting unstructured or open-ended interviews to enquire 
into an interviewee’s authentic experiences; and (3) regarding any interview as a topic 
in order to study the form of talking and the way of packaging experience. In this 
study, the use of interviewing will fall into the second category above.  
 
Goodson and Sikes (2001) suggest that life historians usually consider the social 
world as an interpreted world with “multiple realities”, and “see informants and 
researchers as being each engaged in interpreting the world from their own various 
perspectives” (p. 39). This view clearly implies that life history is a collaborative work. 
Such a position is supported by Kvale and Brinkmann (2009) when they affirm that 
interviewing is a “knowledge-producing activity” that provides “well-founded 
knowledge about our conversational reality” (p. 47).  In attempting to be more 
precise about the key features of interviewing, Goodson and Sikes (2001) point out 
that, epistemologically, although interviewing is guided by the interviewer, the 
interviewee’s story-telling is simultaneously guided by his or her own “understanding 
or conceptualization of the particular situation they are involved in, the 
self/identity/impression/image they want to present, and their assessment of how 
hearers will respond” (p. 41). However, it is possible that the same informant could 
produce slightly different interpretations toward the event when interviews are taken 
at different times. In positioning these inconsistencies, Goodson and Sikes (2001) 
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claim that “unless it is consciously and deliberately a lie, it [each] is an authentic 
account of an experience” (p. 44). Thus, the shift of an individual’s accounts is 
considered as not only revealing something about a person’s development, but it can 
also offer a more comprehensive picture about the event lived. Moreover, it is 
important to note that “objective reality that can be mirrored and mapped in scientific 
models” is not the topic of this study, so “attention must be paid to discourse and 
negotiation about the meaning of the lived world” (Kvale & Brinkmann, 2009, p. 54). 
From the above viewpoint, “reality can only be revealed in a transaction between a 
teller and a told” (Bruner, 1990, cited in Goodson & Sikes, 2001, p. 45). 
 
3.6.2 Guides for interviewing and developing interview schedules 
It has been established that interviews in life history research are forms of in-depth 
interviewing that seek profound understandings. Johnson (2002) asserts that deep 
information and knowledge obtained are built on intimacy and the interaction between 
interviewer and interviewee. Researchers usually use their “common cultural wisdom 
about people, place, manner, and contexts” (p. 103) to access and interpret an 
interviewee’s telling. Only when the researcher makes attempts to subject himself or 
herself to the individual’s world can intelligible sense and deep understanding be 
created or re-constructed. In addition, although group interviews can also be arranged 
to collect data for constructing life histories (Goodson & Sikes, 2001), the one-to-one 
interview appears to be more appropriate if personal or private stories are to be 
collected. Moreover, Rubin and Rubin (2005) indicate that the focus of interviewing 
in a life history approach is upon meanings and processes of events. The scope of 
interviewing should include both the self and the “external happenings” (p. 8). Thus, 
life history interviews can be understood as “structured conversations” that combine 
“main questions, follow-up questions, and probes” (p. 129). In order to avoid skipping 
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important information, the “conversational guides” (p. 147) – protocols, question 
guides or outlines – should be developed in advance of conducting interviews. 
 
In order to investigate PE teachers’ careers and professional development through 
their life experiences, two types of interview guide were developed. The first 
consisted of pre-prepared interview questions drawn up with regard to the research 
questions and relevant references; and the second was a framework for subsequent 
interviews developed after initial data analysis on previous interview data. The former 
aimed to find out about each participant’s background to collate a brief understanding 
of their life context. In an attempt to explore people’s personal lives, Atkinson (1998) 
identifies the following areas for general interview questions: birth and family of 
origin, cultural setting and traditions, social factors, education, love and work, 
historical events and periods, retirement, major life themes, and vision of the future. 
More specifically, in studying PE teachers’ lives, Armour and Jones (1998) adopted 
several key foci, such as: “early family influences; experiences of sport and physical 
education at primary and secondary school; detail of higher education; and current 
issues and speculation on the future from a personal and professional viewpoint” (p. 
10). For this study, the above references along with my consideration of the research 
questions were used to develop an initial interview guideline, which included the 
following aspects: 
 early experience in sports,  
 pre-service training and the process of becoming a teacher,  
 challenge in initial teaching,  
 changes of teaching style/focus/method,  
 career development (jobs, additional duties and change of positions),  
 life events which affect work,  
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 fulfilments and frustrations in work, and  
 general ideas about the curriculum change. 
 
Secondly, the development and conduct of the interview guideline was helpful in 
gaining further understanding of the studied topics and emerging issues. This strategy 
is also a type of theoretical sampling, which is used by grounded theorists to obtain 
so-called theoretical saturation by conducting data collection and analysis 
simultaneously (Charmaz, 2000, 2005). In this study, subsequent interview guidelines 
were planned first and edited according to the findings of the preliminary analysis of 
the previous interview data. In addition, issues discovered during participant 
observation were also added, which are explained in a later section. Although 
guidelines are often created to ensure the completeness of each interview, Johnson 
(2002) suggests that guidelines should be considered as open-ended topics rather than 
fixed questions. In other words, the interviewer should allow the interview “to go 
where the informant seems to want to go or… to follow what appear to be more 
interesting leads” (p. 113) 
 
With respect to the number and length of in-depth interviews, Atkinson (2002) 
suggests that on average there should be “a series of at least two or three interviews 
with the person, each an hour to an hour and a half in duration”, and in total “an 
average-length life story interview… is more in the range of three to five hours” (p. 
132). In this study, a series of three formal interviews with each participant were 
planned, and data collected from informal interviews carried out during participant 
observation were also taken into account.  
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3.6.3 The use of participant observation 
Participant observation is especially useful when “little is known about the 
phenomenon” (Jorgensen, 1989, p. 12). It is rooted in early anthropologists’ beliefs 
that participant observation is an attempt to understand the world first hand through 
participation rather than observation from a distance (if the setting is accessible) 
(Silverman, 2006). Furthermore, the events studied are not self-evident and the actions 
observed or interviewed are only understandable when they can be described or 
recorded as data by a researcher (Atkinson & Coffey, 2002). Thus, the researcher’s 
ability to see and describe, which is central to the acquisition of firsthand data, 
depends on his or her insight into the studied context that can be developed through 
participation.  
 
In this study, participant observation was used, firstly, to gain a deep insight into the 
studied context. In studying PE teachers’ professional development, particularly how 
they describe so-called useful/useless CPD courses, it was assumed that a better 
understanding could be achieved if the researcher also participated in the learning 
activity rather than simply listened to the participants’ accounts. Although researcher 
and participant may generate different accounts of the same phenomenon, it is 
believed that the participation of the researcher – who perhaps knows and understands 
key theories – can enrich the discussion between the theoretical and practical 
perspectives of the CPD phenomena to be studied. Secondly, Jorgensen (1989) 
indicates that participant observation is usually followed by an “informal interview”, 
which helps to further explicate unfamiliar phenomena; and then a “formal interview”, 
which provides further information about the context after the “problem and issue for 
study become increasingly clear and well defined” (Jorgensen, 1989, p. 85). Both 
techniques could effectively increase information about the context and foster the 
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achievement of theoretical saturation. Thirdly, participant observation is also 
considered as a means of building relationships with participants, since it offers 
researchers the opportunity to stand alongside participants in the research context. 
More details relating to developing a relationship with participants are provided in the 
next section. 
 
Finally, although it could be argued that the more participant observation undertaken, 
the more information acquired, it is impossible to participate in every activity since 
each participant may attend different in-service training courses at the same time. The 
selection of CPD activities participated in – training courses and school visiting – is 
illustrated in the following sections that detail the conduct of fieldwork.  
 
3.6.4 Ethical issues relating to data collection: relationship and position 
Rich, deep and thoughtful interview data usually result from a good relationship 
between the researcher and participant (Johnson, 2002). However, profound insight 
about personal lives often involves “the intimacy which raises some of the sharpest 
ethical questions”. Moreover, because “the material is intimate, it means the potential 
for harm is much greater” (Measor & Sikes, 1992, p. 210). Thus, during interviewing, 
the researcher should be concerned about not only how to engage with the 
participant’s deepest thoughts, but also what might be part of the intimate 
conversational interaction.  
 
Although teachers’ CPD might appear to be a relatively safe/neutral issue to discuss, 
there could still be life crises involved or connected to it in some way. In advance of 
conducting such interviewing, I learnt to take three aspects into consideration: (1) is 
the personal story I am interested in going to be relevant to the research topic? (2) 
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what relationship with the participant is needed and can be built? and (3) what should 
I be doing to prevent or deal with the reveal of the interviewee’s deep emotions? 
 
In responding to the above considerations, the answer to the first question is the most 
obvious and was the easiest to take into account. With regard to the second – the 
relationship with the participant – Goodson (1992b) suggests that a researcher needs 
to develop a “genuine collaboration” with story tellers, although Sparkes (1994) 
indicates that “the problems of collaboration are often crystallized during fieldwork” 
rather than discovered in advance (p. 169). Sparkes reports that in one of his studies, a 
participant commented that their collaboration was a “very one-sided relationship” 
because she was “off-loading a lot of personal stuff” but did not learn or gain enough 
personal and emotional feedback in return (p. 168). It is reasonable that any 
relationship “cannot be all give and no take”. However, it is always difficult for 
researchers to find an appropriate “trading point” to “provide the basis for a 
reasonably equitable collaboration” (Goodson, 1992b, p. 240).  
 
At the start of a collaborative research relationship, a number of researchers suggest 
that to share relevant personal stories is a good means of ice-breaking and building a 
sense of trust and responsibility towards each other (Woods, 1985; Sparkes, 1993). It 
is important to let participants know “who was this stranger that wanted them to open 
up about their lives… how would he [or she] use it?” (Sparkes, 1993, p. 115). 
Additionally, it has been suggested that personal learning could be a beneficial 
outcome for research participants in academic studies. Goodson (1991: 148-149) 
argues that both researcher and participant “see the world through a different prism… 
This valuable difference may provide the external researcher with the possibility to 
offer back goods in the trade” and this can be done by developing data and new 
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insights. Participants’ learning may also result from self-reflection as a result of the 
researcher’s “dumb questions” (Sparkes, 1994, p.170). Indeed, when considering 
research as an interactive process, it is acceptable that participation in the study itself 
becomes a source of PE teachers’ CPD. Nevertheless, the exchange of ideas or 
interaction between both parties can be affected by the inherent power relationships 
(Sparkes, 1993). The researcher-participant relationship as a result of the rules 
embedded deep in the culture may mean that the researcher’s sharing comes across as 
instruction or judgement about the participant. For example, while discussing some 
educational problems with the participants in Taiwan, I was sometimes asked to share 
my opinion or to explain a comparable situation or policy in the UK. Bearing in mind 
the influence of my presented identity – a research student – I was careful about the 
language used and always dedicated to presenting myself as an understanding listener 
unless participants specifically asked me to share any academic information. 
 
Finally, with respect to the revealing of a participant’s deep emotions, it is suggested 
that offering emotional support could also be a trading point in life story/history 
interviews. In addition, although Atkinson (1998) indicates the life story interview is 
the most frequently used tool in counselling therapy, “telling a life story is not meant 
to be therapeutic”. Therapy is usually the result of enabling a story teller to “clarify or 
understand something that might not have been understood as much as possible before 
the telling” (p. 12). However, Goodson (1992b) also reminds us that researchers 
should focus on the primary purpose of the activity: doing research rather than therapy. 
There are potential dangers in collaboration when interviewees feel they are being 
inducted in counselling/therapy instead of research; and that will lead interviewees to 
respond in different ways. Furthermore, whereas some suggest that there could be 
some pact or guideline made to face the above ethical and methodological dilemmas, 
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others argue that there should not be a fixed procedure to deal with research 
relationships due to the different personalities of researchers and participants and the 
very different contexts in which research takes place. In this study, the above 
discussion relating to relationships is taken into consideration, even though there is no 
fixed procedure. In the situation, where the participants were senior and more 
experienced than myself in many ways, I believed the best position for me was to be 
an understanding learner.  
 
 
3.7 Validity and Reliability 
Validation of research findings is a crucial issue to all researchers, including life 
historians and grounded theorists. It is validation of the research process and findings 
that distinguishes life history writing from fiction, and grounded theory product from 
common sense. However, Sparkes (1992) argues that there should be different criteria 
for studies rooted in different paradigms. 
 
It would be problematic if quantitative criteria for validity and reliability were applied 
simplistically in naturalistic inquiry/qualitative research (Lincoln & Guba, 1985). 
Usually, qualitative researchers do not control subjects nor test causal variation, 
therefore the traditional concept of validity is inappropriate. Moreover, the same 
social phenomena or interaction studied would be difficult or nearly impossible to 
replicate, so that the traditional idea of reliability is difficult to apply. As qualitative 
findings are likely to be inter-subjective, interpretative and constructed, objectivity 
would not be the only value to assess the quality of qualitative research. With respect 
to seeking pertinent criteria for qualitative research, a number of researchers have 
reinterpreted the concepts of validity and reliability, and have proposed alternative 
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criteria to evaluate the process and result of qualitative research (Lincoln & Guba, 
1985; Altheide, & Johnson, 1998; Strauss & Corbin, 1998; Morse, Barrett, Mayan, 
Olson & Spiers, 2002; Charmaz, 2005, 2006; Creswell, 2007). Despite reliability and 
validity being strictly defined in quantitative inquiry, it could be argued that it is 
obvious they should/could be altered when positioned in qualitative inquiry (Morse, 
1999). Additionally, although many researchers propose that “validity and reliability” 
should be replaced by more appropriate terms and criteria, this also produces a 
“plethora of terms” that puzzles new researchers and can distract from actually 
discerning rigour (Morse et al, 2002, p. 15). The key point to be made is that all 
research, whether it is quantitative or qualitative, has to consider these issues and 
demonstrate the robustness of findings supporting any claims made or conclusions 
drawn. Therefore, I aim to comprehend appropriate new criteria by re-illustrating the 
conventional framework – internal validity, external validity, reliability and 
objectivity – in turn. 
 
Firstly, the term internal validity refers to the truth value of findings (Lincoln & Guba, 
1985). Unlike quantitative research using statistics to test results, qualitative 
researchers use different strategies to demonstrate and evaluate that the research 
processes are robust and the findings close to the truth or reality of participants 
(informants) and the context. In qualitative research, some researchers re-name this 
criterion as credibility (Lincoln & Guba, 1985; Charmaz, 2005, 2006) or authenticity 
(Guba & Lincoln, 2008). Several strategies have been devised to achieve this criterion, 
though they may differ depending on the research design. These strategies are: (1) 
prolonged engagement and persistent observation with participants and within the 
field; (2) using triangulation in terms of data sources, methods, investigators and 
theories; and (3) member checking in order to reaffirm or refine a participant’s view 
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(Lincoln & Guba, 1985; Creswell, 2007). In addition to this criterion, Morse et al. 
(2002) indicate that it is necessary to check methodological coherence, which means 
to “move back and forth between design and implementation to ensure congruence 
among question formulation, literature, recruitment, data collection strategies and 
analysis” (p. 17). 
 
Secondly, external validity, or so-called generalizability, refers to the applicability of 
research findings from specific cases to broad contexts. In the case of qualitative 
research, it is unlikely that traditional generalization can be made because sample 
numbers are usually too small. However, researchers can still provide readers with 
thick description in order to allow them to make potential applications in similar 
contexts. This is called transferability (Lincoln & Guba, 1985). Further to the 
requirement of thick description, Altheide and Johnson (1998) explain it should 
include: the context (history, physical setting and environment), participant’s view, 
researcher’s background and perspective, and tacit knowledge and position in 
analyzing and writing; a process they describe as interpretive validity. Furthermore, 
Morse et al. (2002) suggest researchers can undertake appropriate sampling – such as 
negative cases – in order to ensure the saturation of data and categories. However, in 
this study, the starting point is that every individual is different making it difficult to 
label one of them as a so-called negative case. Rather, in also attempting to increase 
the richness of data, it would be more realistic to ensure that participants’ backgrounds 
are as diverse as possible (age, gender, pre-service training, and working site). 
 
Thirdly, reliability, in scientific study, refers to the consistency of research findings. 
Reliability means that the same or similar outcomes would be replicated by using the 
same or similar research processes (Lincoln & Guba, 1985). This implies that the 
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findings are accurate as long as the research is reproducible. However, Strauss and 
Corbin (1998) argue that, because qualitative research is not conducted in laboratories, 
“it is nearly impossible to replicate the original conditions under which data were 
collected or to control all the variables that might possibly affect findings” (p. 266). 
However, they further argue that, despite the social phenomena being fluid and 
changing all the time, the same problems, issues and categories should still be 
identifiable through the same or similar research processes. Although there might be 
discrepancies found in different cases, these are identified as “alternative conditions 
that may be operating in each case” (p. 267). Accordingly, some researchers propose 
techniques known as an “inquiry audit” (Lincoln & Guba, 1985, p.317) or “inter-coder 
agreements checks” (Creswell, 2007, p. 210), which both aim to ensure the accuracy 
of findings by inviting external auditors or co-researchers to re-conduct or check the 
analytic process. Nevertheless, inter-coder checks are inappropriate to this study for 
two reasons. The first reason is that this is a doctoral study conducted by one person, 
so it is difficult to include inter-coders in an appropriate way. The second reason is 
that, from a constructivist perspective, it is considered less meaningful to gain the 
same interpretation of the same case by different researchers. Instead, in addition to 
providing clear description about the research process, the search for more reliable 
findings was converted to an attempt to generate cross-case findings (principles or 
themes) that are shared by all participants.  
 
Fourthly, objectivity, in qualitative inquiry, should be seen in two ways: in the 
research process and in the findings. It can be argued that the objectivity of the 
research process is connected with transparency; i.e. the process of qualitative inquiry 
should be transparent rather than untraceable. With regard to research findings, 
Lincoln and Guba (1985) argue that objectivity could be seen as an inter-subjective 
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agreement, which refers to a situation whereby “if multiple observers can agree on a 
phenomenon, their collective judgment can be said to be objective” (p.292). Such an 
idea is also embodied in the technique relating to member checking. However, with 
regard to ‘member checking’, researchers who adopt an interpretive or constructivist 
paradigm might argue such a checking process is merely a negotiation between 
co-researchers. In addition, provided that research findings are accepted to be the 
carefully crafted work dominated by the researcher’s interpretation of the data and 
context, it might be problematic if participants simply have “more analytic authority 
than the researcher” (Morse, 1999, p. 717).  
 
Since the postmodern movement raised the assumption that “there is no single truth” 
(all truths are partial truths depending upon the researcher’s standpoint) (Guba & 
Lincoln, 2008, p. 281), the ‘self’ of researcher has been accepted as being “right into 
the centre of the study” (Corbin & Strauss, 2008, p. viii). Thus, in aiming to ensure or 
demonstrate that the research findings are “sufficiently authentic” (Guba & Lincoln, 
2008, p. 271), it is obvious that naturalistic qualitative researchers cannot (and do not) 
choose to eliminate the researcher’s subjectivity. Instead, they acknowledge necessary 
details on how the research process and products have been influenced by the 
researcher. This includes knowledge of self and the studied context, the standpoint for 
conducting and writing up the study, and relationships with the participants (Altheide 
& Johnson, 1998; Corbin & Strauss, 2008). In addition, in also aiming to increase the 
value of research findings, Charmaz (2005) suggests that grounded theorists, who 
believe the product of grounded theory is constructed, should try to address issues 
such as “originality, resonance and usefulness” (Charmaz, 2005, p. 528). After 
necessary details are provided, judgement on research quality can be made by not only 
the researcher but also the readers of the research. 
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In conclusion, it is clear that there are a number of techniques that can be utilized to 
increase/demonstrate the quality of qualitative research. As Guba and Lincoln (2008) 
argued, there are no fixed criteria for conducting every research; and the selection of 
relevant techniques depends on careful evaluation of the researcher’s worldview, the 
research design and the studied context. As demonstrated earlier in Section 3.1, this 
study took a position that was more inclined to a constructive or interpretative 
paradigm. Techniques used to validate the research process and findings were also 
derived from their proposed criteria. However, the five techniques below, which were 
most appropriate for maintaining the quality of this study, were selected after trying 
out relevant criteria. Techniques that have been useful for increasing the overall 
‘trustworthiness’ (Lincoln & Guba, 1985) were outlined as follows. 
 
(1) Ensuring methodological coherence 
This means that the notions underpinning the selection of research approaches and the 
implementation of corresponding methods should be consistent. The marriage of life 
history approach and constructive grounded theory was illustrated in between Section 
3.3 and 3.5. The principles of data collection (Section 3.6) and the data analysis 
(Section 3.10) were also explained. 
 
(2) Triangulation (for the purpose of revealing different layers/angles of meaning, 
such as was proposed by Guba & Lincoln, 2008)  
Since this study aimed to locate personal experiences in the broad social context, 
multiple data sources (official and personal) and data collection methods (interviews 
and observations) were employed. Different theories (learning theories) were selected 
to provide alternative perspectives when interpreting relevant research findings (i.e. 
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Section 6.6). However, the use of multiple data sources, methods and theories, as well 
as the conduct of cross-case analysis, was not to identify the single truth but to 
construct collective meanings of the studied context. 
 
(3) Prolonged engagement with the participants and within the field 
This was to ensure the collection of sufficient and authentic data. As Guba and 
Lincoln (2008) claimed, “the way in which we know is most assuredly tied up with 
both what we know and our relationship with our research participant” (p. 277). Thus, 
apart from the duration and approach of doing fieldwork, the way I presented in the 
field and the relationship I had with the participants were also discussed (Section 3.8.3 
& 3.9.2).   
 
(4) Providing necessary details (thick descriptions) about where and how the research 
findings were produced and presented 
Altheide and Johnson (1998) argue that, “as we strive to make ourselves, our activities, 
and our claims more accountable, a critical step is to acknowledge our awareness of a 
process that may actually impede and prevent our adequate understanding” (p. 303). 
Thus, detail was provided throughout the study to give the reader (and probably to 
remind myself) sufficient clues to judge in which way and to what extent the research 
findings could be trusted and utilised. There is information about: (a) the broad social 
and historical context in which the study was conducted (Section 2.1); (b) the ‘selves’ 
I brought to the conduct of this research (Section 3.2); (c) how and what case teachers 
were invited and how their identities may influence the perspectives collected (Section 
3.8); (d) how the data were collected (Section 3.9); (e) the way the data analysis was 
conducted including a critical review of the use of manual and computer-assistant 
coding processes (Section 3.10); and (f) how research findings were structured to 
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present different layers of understanding of the participants’ professional lives 
(Section 3.11.2).  
 
(5) Attempting to increase the value of research findings by addressing requirements 
relating to originality, resonance and usefulness (Charmaz, 2006) 
In addition to offering deep insights into the informants’ lives, Charmaz (2006) 
suggests that the products of grounded theory should be able to further “challenge, 
extend, or refine current ideas, concepts, and practices” (p. 182). In order to allow the 
readers to specifically evaluate the above mentioned value of the research, I – as the 
author of this study – would suggest that findings relating to the meaning of practical 
CPD courses (Section 6.7), the meaning of educational reform being a complex 
process leading to no change (Section 7.6), and the produced ‘grounded theoretical 
framework’ (Section 8.3) may have added knowledge to this field. 
 
In addition to the above techniques, this doctoral research also employed a framework, 
which was published by the Government’s Chief Social Researcher’s Office in the UK 
in 2003, with the purpose of assessing the evidence of qualitative research for 
potential research users. The framework identifies the key stages of any research 
project; i.e. findings, research process (design, sampling, data collection, analysis and 
reporting) and some general features of the research process (reflexivity and neutrality, 
ethics and auditability). The purpose of the framework is to ensure the study can be 
regarded as “contributory, defensible in design, rigorous in conduct and credible in 
claim” (Spencer, Ritchie, Lewis & Dillon, 2003, p. 7). As a result, a framework based 
on the above document and related criteria was also used to offer an additional check 
on the quality of this study (Appendix I). Although it is not suggested that this process 
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guarantees the quality of the research, it was found to be a useful tool for an 
inexperienced researcher. 
 
 
3.8 Case Selection and Gaining Entry 
“A research design is the logic that links the data to be collected (and the conclusions 
to be drawn) to the initial questions of a study” (Yin 1994: 18). In an attempt to 
understand PE teachers’ careers and professional development through their own 
perspectives, PE teachers were included as participants – data sources – in this study. 
However, from a constructivist viewpoint, every PE teacher constructs their own 
reality, which appears to imply that every PE teacher who lives in the educational 
context of Taiwan could have been invited to participate in this study. However, as 
qualitative research is a very time-consuming task, the criteria of case selection had to 
be made to assure richness of data and the quality of the study. Since life history can 
be seen as a form of case study, relevant criteria of case studies was also taken into 
consideration in case selection in the studied context. Processes relating to 
approaching and inviting participants are explained as follows.  
 
3.8.1 Considerations about case selection 
Hammersley and Gomm (2000: 3) argue that the term “case study” is used to identify 
a specific form of inquiry which has the following features: (1) research investigates 
only “a few cases” in “considerable depth”; (2) cases are constructed from “naturally 
occurring social situations”; (3) research searches for “uniqueness” rather than “theory 
test”; and (4) the researcher’s aim is to “give voice” to participants rather than use 
them as merely “respondents” (although any notion of ‘giving voice’ in any research 
has also been criticised extensively). Additionally, even though several cases are 
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included in multiple case study research, Stake (2005) states “sampling by attributes 
should not be the highest priority” as it is difficult to enrol all “types” of cases (p.451). 
Rather, it is notable that “case study…draws attention to the question of what 
specially can be learned about the single case” (p.443). 
 
With respect to studies that employ life story material, Plummer (1995) concluded that 
three types of persons are usually involved: “the marginal person, the great person and 
the common man” (p. 51). Although the “ordinary person” appears to be the selection 
most likely to support some form of generalization, it is practically impossible to 
locate such a person because “almost everyone stands ‘out of the ordinary’ on some 
dimension or the other” (p. 52). Thus, similar to the principle of case study, the 
selection is “purposive” and “the informants are selected because they meet the 
criteria” (Goodson & Sikes, 2001, p 24).  
 
With respect to the number of participants to be selected, from a practical viewpoint, 
Goodson and Sikes (2001) argue that “research samples for life history research are 
usually quite small” because “interviewing, transcription and analysis are time 
consuming and expensive activities” (p. 22). Additionally, life historians usually aim 
to generate detailed understanding of each case and emphasize subjectivity rather than 
generalization, so that “large samples are unnecessary” (p. 22). In a sense, “the fewer 
cases investigated the more information can be collected about each of them” 
(Hammersley & Gomm, 2000, p.2). Despite the fact that samples tend to be few in life 
story/history case study, it is also important to consider the diversity of case selection 
in order to ensure adequate richness of data in the context/issue to be studied (Stake, 
2005). Whereas many life history studies include very few or only one person, 
multiple cases can be invited in order to better elaborate specific topics/themes 
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(Armour & Jones, 1998). Consequently, Stake (2005) also supports the idea that “a 
number of cases may be studied jointly in order to investigate a phenomenon, 
population, or general condition” (p. 445). More importantly, “a single life story 
stands alone… but several life stories taken from the same set of socio-structural 
relations support each other and make up, all together, a strong body of evidence” 
(Bertaux, 1998, cited in Goodson & Sikes, 2001, p. 24). In undertaking multiple-case 
design, Yin (1998) reminds that the selection of “every case should serve a specific 
purpose within the overall scope of inquiry” (p. 48).  
 
In this study, it was not only important to select PE teachers who could serve the 
research aim and add to the richness of data, but also realistic to control the number of 
cases in a manageable way (depending on the time and resource that the researcher 
can use to conduct this study). The criteria and process of case selection are explained 
in the next section.  
 
3.8.2 Criteria for case selection: what may be learnt from each? 
Diversity of teachers’ the background was an important selection factor in this study. 
Accordingly, in the social context of this study, selection criteria were developed 
using considerations of: age, gender, sports experience, pre-service training, working 
sites and involvement in the Grade 1-9 Curriculum. 
 
Firstly, age and gender are two commonly used factors that distinguish PE teachers’ 
backgrounds. As this study aimed to explore teachers’ life experiences prior to 
engaging in the new educational reform, the invited participants had to have worked 
as PE teachers before 2001, the time of the implementation of Grade 1-9 Curriculum. 
According to the PETE system in Taiwan, the youngest teachers who started teaching 
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in 2001 were aged thirty or over at the point of selection. In addition to the 
consideration of individuals’ ages, Rubin and Rubin (2005) indicate that “a collection 
of life histories of people of different ages can illustrate change over time” (p.8) and 
so PE teachers of different ages were selected.  Moreover, although this study did not 
set out to make comparisons between male and female PE teachers’ lives, it was 
assumed that they could offer some different insights into the research questions.  
 
The second concern in selecting participants was their professional background in 
terms of level of sport proficiency and engagement, and pre-service teacher training. 
In the Taiwanese educational context, there is no direct literature that indicates there 
are distinctions between PE teachers who have different personal sporting 
backgrounds (young elite athletes or not) or different PETE backgrounds (Normal 
University or Sports University). However, my personal experience in the context 
suggested that stereo-typical views were held about these different groups and their 
abilities and attitudes. It seemed worthwhile, therefore, to ensure that cases from these 
different backgrounds were included in the sample.  
 
Thirdly, participants’ involvement in the Grade 1-9 Curriculum was the most 
important factor for case selection. According to the government document and my 
personal understanding of the educational context, there were three types of potential 
participants. First of all, there were PE teachers who had also been involved in school 
administration roles. As administrators frequently receive greater detail on official 
policies, it was felt that they might provide valuable insights (both practically and 
officially/theoretically) into the research questions. Similarly, coordinators of the 
HPELA Advisory Group would be another valuable choice, because they were often 
engaged in the running of CPD courses in relation to educational policy and the new 
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curriculum. The third option was school PE teachers who had experience in delivering 
HE. Although integrated (PE & HE) teaching was introduced and was made 
compulsory between 2001 and 2003, there was some resistance to the change so many 
schools and PE teachers failed to implement the policy. It was felt that insights into 
the impact of the change on PE teachers could be gained from involving cases who 
had taught HE as they were equally resistant to the change. 
 
Each criterion illustrated above indicates theoretical assumptions about how case 
selection should ensure maximum learning around the research questions. The next 
section reports how the participants of this study were selected and invited to 
participate.  
 
3.8.3 Selecting, approaching and inviting research participants  
Moving on to the process of case selection, it was felt that the PE teachers who 
worked as coordinators of the HPELA Advisory Group were a good starting point 
because they could meet all the criteria identified in the last section. This group 
included both senior and middle-aged, male and female teachers, and those who had 
graduated from a range of universities including the Normal University and the Sport 
University. More importantly, they were interesting because they had an overview of 
schools, teachers and the education system, all of which were considered key for the 
purposes of answering the research questions. At the same time, it was recognised that, 
although the coordinators could provide rich data, their insight was also limited in one 
sense. They were dedicated to work relating to the curriculum reform, which meant 
they also lost the perspective of those who were against, indifferent to, or 
marginalized from the educational reform. Nevertheless, since coordinators are PE 
teachers who were active in taking on additional work, it could be assumed that they 
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might have an interest in being involved in the study. They also had a good overview 
of the education system in their areas, so had valuable knowledge of the reform in 
action. In some ways, therefore, they were an ideal group not only for this study but 
potentially for further studies concerning understanding teachers’ career and 
professional development. 
 
Before approaching participants, lists of coordinators were drawn from the official 
website of the HPELA Advisory Group in each county. A list of potential participants 
was then selected from coordinators in Taipei City and Taipei County, because (1) 
there were sufficient coordinators in these two regions, and (2) it would be practical 
for me to access the field and conduct fieldwork. While the situation and environment 
were largely unknown, Goodson and Sikes (2001) suggests that, it is better to contact 
a key person who knows the field before rushing into it. After I arrived in Taiwan in 
November 2007, I therefore visited two professors at the Normal University, with 
whom I was personally associated, and who happened to be frequently involved in the 
delivery of PE CPD courses in Taipei. I asked them to help me in identifying and 
accessing two key persons (coordinators) from the Advisory Groups in both Taipei 
City and County. Preliminary meetings were arranged with both coordinators to (1) 
introduce myself and the research project, (2) request their consent to participate in the 
study, and (3) discuss the lists of potential participants in order to select a suitable 
range. In this process, the third step was similar to snowball sampling, which involves 
employing the knowledge of someone you know in order to gain some preliminary 
understanding about someone/something you did not know. Afterwards, the number 
of potential participants was reduced from fifteen to six in Taipei City and from seven 
to three in Taipei County. Potential participants who were not selected included those 
who were also head teachers, some HE teachers, and those who were unlikely to be 
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available for the whole research period. Three figures follow to briefly illustrate some 
personal information about (Figure 3.01) and the geographical background (Figure 
3.02, 3.03) of the invited participants. Both the names of the participants and their 
schools are pseudonyms to protect them.  
C
a
se
 
Name 
S
ex
 
Age 
Early 
experience in 
sports 
Highest 
Educational 
background 
Current work 
Years of 
working 
in school 
Years of 
being 
coordin-
ators 
A May F 57 
Sport elite 
(Basketball) 
Master 
(Education) 
Retired 35 13 
B Woody M 55 Tennis 
Master 
(Education) 
Administration 
 (Head of 
Education) 
31 14 
C Cherrie F 44 
Sport elite 
(Soccer) 
Master 
(PE) 
Administration  
& Teaching 
21 4 
D Malone M 44 None 
Master 
(PE) 
Tutor  
& Teaching  
17 3 
E Jim M 40 Track & field 
Master 
(Sport 
Biomechanics)  
Tutor  
& Teaching 
9 2 
F Yang M 36 None 
Master 
(PE) 
Teaching 11 4 
G Fiona F 40 
Sport elite 
(Track & 
field) 
Master 
(Adapted PE) 
Teaching 15 7 
H Hank M 32 
Sport elite 
(Rugby) 
Master 
(PE) 
Teaching 10 1 
I Sunny F 29 Swimming 
Master 
(Adapted PE) 
Administration 
& Teaching 
5 1 
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Figure 3.01 General Background of the Participants 
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Taipei City (台北市) 
Dimension：271.7997 Square km  
Population：2,629,269 人 
Population density：9,673 persons/ km2  
Secondary school：98 
 (22 of them are comprehensive high school) 
Case A 
BT High School 
Class: 68 
Students: approx. 2000 
Case B 
SP High School 
Class: 86 
Students: approx. 2600 
Case C 
WC High School 
Class: 22 
Students: approx. 600 
Case D 
LJ High School 
Class: 18 
Students: approx. 500 
Case E 
CA High School 
Class: 35 
Students: approx. 1000 
Case F 
LA High School 
Class: 84 
Students: approx. 2500 
Figure 3.02 School cases in Taipei City 
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Taipei County (台北縣) 
Dimension：2,052.5667 平方公里 
Population：3,798,015 人 
Population density：1,850 persons / km2 
Secondary school：73 
 
Figure 3.03 School cases in Taipei County 
Case G 
GS High School 
Class: 50 
Students: approx. 1800 
Case H 
GL High School 
Class: 39 
Students: approx. 1500 
Case I 
CS High School 
Class: 90 
Students: approx. 2800 
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When planning to gain access to conduct fieldwork in a setting openly, Jorgensen 
(1989) suggests that researchers start:  
“by seeking permission from the highest possible authority, and 
gradually convincing them, as well as other people in the setting, that the 
researcher can be trusted…… Good initial relationships with such people 
can be invaluable as they may be willing and able to become powerful 
advocates” (pp. 46-47). 
 
This suggestion seemed to be helpful based on my personal cultural understanding of 
the Taiwanese social context where personal connections play an important role in 
many organisations. For example, I surmised that a stranger who was introduced by 
someone trusted was more likely to be accepted than a person who simply arrived in 
the setting. Moreover, after the initial introduction, I was aware that development and 
maintenance of the research relationship relied on respect, honesty and efforts made to 
offer ‘trading points’ (as noted earlier in this chapter). The above ideas, hence, 
influenced me to approach, invite and develop a working relationship with the 
participants during fieldwork in a particular way. Relevant principles and examples 
are illustrated below. 
 
Firstly, with regard to approaching and building an initial relationship with the 
participants, whereas the key person outside the Advisory Groups – a professor – 
helped me to gain access to the group, the key person inside – the first contacted 
participant – was helpful in getting to know and building relationships with the other 
members. An example of this occurred when I conducted a preliminary participant 
observation at an in-service training course with the first contacted participant (Case C: 
Cherrie). During the break, she automatically introduced me to other potential 
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participants whom I had planned to invite to become respondents. On that occasion, I 
had a feeling that I was accepted by other members at first sight because of being 
introduced by Cherrie – a person they trusted. Similarly, I was introduced to the rest 
of the potential participants in the regular meeting of both Advisory Groups. 
 
During the first meeting with the participants, I deliberately presented my identity as a 
research student introduced by the professor in Taiwan with whom they were familiar, 
rather than primarily a research student of Loughborough University, which was not 
familiar to them. Having said that, as the research progressed, they began to be further 
interested in me and in Loughborough. To some degree, the development of initial 
relationships worked like a chain of connections, whereby I got to know each new 
person by consistently referring to the person I and they already knew.  
 
The second challenge, following building initial relationships, was to arrange and 
identify the appropriate occasion and time point for the official research invitation. 
Based on my cultural understanding of the field of PE and sport in Taiwan, it could be 
assumed that as long as I was connected with someone the potential participants 
knew/respected, I was very likely to gain a participant’s consent immediately and with 
few reservations. However, I was also aware that in participating in such a project that 
involved relatively long interviews and participant observation, participants could at 
any time drop out if they did not feel fairly treated/respected. Hence, although it was 
relatively easy to gain consent, I was aware it was vital to consider participants’ long 
term feelings right from the beginning of the study. This is an illustration that consent 
procedures are ongoing processes throughout a research project. 
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I decided that it would be desirable and respectful if the consent form was distributed 
and explained in person. Since participation in the study was, in effect, a private 
contract between the researcher and the participant, I also felt it would be best to 
request consent in an arranged closed meeting. In addition, although the participants 
might have been somewhat aware of what I intended to do, it did not seem appropriate 
to present the consent form right at the beginning of a conversation. Bearing the above 
thoughts in mind, the invitation to participate was delivered as follows: 
 
 A meeting that allowed for private discussion about the research project was 
arranged in advance. The location of the meeting was usually in the teacher’s 
workplace. This also enabled the researcher to begin to gain an understanding of 
their working environment. 
 The meetings began with expressions of appreciation for their time and 
willingness to participate, followed by an informal conversation about 
educational issues relevant to the study or other topics which the participant 
raised. The purpose of discussing educational issues was to highlight how 
valuable their participation would be, and to prepare for invitation (an invitation 
letter indicating the research proposal consent form, Appendix: II). Some of the 
conversational responses I used in this step were, for example, ‘yes, there are 
quite a few challenges for PE teachers to cope with…’; ‘Indeed, nowadays there 
are certain problems in the Taiwanese CPD system…’; ‘I agree that teachers 
need more support in terms of learning and working…’; ‘That’s why I want to 
conduct this study, and your participation is valuable… this [research proposal] 
has more details about this project…’.  
 I allowed time for the participant to read the research proposal so that I could 
explain exactly what was required of the participant (how many interviews, and 
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for how long; what kind of participant observation, and its purpose). The 
participants were also fully informed that they could drop out of the study at any 
time without providing any reason. (However, it was noted that if they did drop 
out, I might ask their advice about improving the conduct of future studies.) 
 Two copies of the consent form were signed by two parties. One was collected 
by the researcher and the other stayed with the participant. After the above steps, 
the first interview – about the teachers’ backgrounds – was either arranged for 
the next meeting or conducted right away, depending on the time remaining.  
 
With the exception of one, all of the participants were approached and invited 
following the above procedures. It was slightly different, however, when I approached 
Fiona, who was the key person in the Advisory Group of Taipei County. During the 
period I planned to contact both key persons, she was too busy to arrange a meeting. 
After a short telephone conversation with her, she asked me to e-mail her the proposal 
before our first meeting. Following this, a meeting was finally arranged, the consent 
form was signed, and the first interview was conducted. 
 
The third major challenge was to develop and maintain research and interpersonal 
relationships with the participants. Apart from the ethical issues illustrated in the 
previous section, it seemed to me that the quality of the research relationship also 
depended on my character as not only a researcher but also a person. While 
interviewing the participants’ personal development, I often heard intimate details in 
relation to their lives, such as difficulties, crises and bitterness. These revelations were 
sometimes accompanied by some emotional reaction. In most cases, I was silent, not 
only because I chose to be but also because I did not know what else to do. I was 
silent, for example, when Cherrie told me how she discovered her husband’s cancer 
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and managed to take care of him and their children; and when Malone explained why 
he did not have any children because of his wife’s health condition; and when Yang 
disclosed that he once thought about suicide; and when many of their other intimacies 
and emotions were uncovered in front of me. Even though those stories might be 
partially relevant to my interview topics, I was still surprised that they shared such 
personal stories with me. Being junior to them, I really did not have many experiences 
to be trading back. In a sense, although the teachers wished their stories to be heard, 
they did not necessarily need comments, advice or even feedback in return. Thus, for 
the situation and context, being a silent and understanding listener was perhaps the 
most appropriate role I could play during those moments.  
 
Although I did not have much to trade in these story-telling episodes, (and I doubted 
that anything specific should be said given that I was engaged in research, not 
counselling), lack of experiences in common did not prevent me from gaining a level 
of understanding of their stories. Rather, it could be argued that it helped me to see the 
participants’ stories in their way. It has also been argued that relationships can still be 
developed by making an effort on alternative trading points (Goodson, 1991). After all, 
I did not only meet them during the interviews. There were quite a few opportunities 
to chat with, care about and stand in a similar position as them during participant 
observation. Moreover, being a person from outside their living context, I could often 
share something new if they asked; such as: relevant policy in the UK, what life was 
like studying abroad, travelling information or how to learn English. However, when 
they asked my opinion about some of their practices, instead of making them feel they 
were being judged, I often tried to respond by re-telling the event in a neutral and 
understanding way. For example, once, I felt that I was tested by Malone:   
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Malone: What do you think about our teaching? Are there any differences 
from other schools [you have visited]? 
Researcher: … Basically, PE teaching might be similar everywhere. I 
felt… PE teachers are quite committed to their position. They were all 
on the field and looking out for pupils, though… not everyone 
performed the same. However, because I’ve only come here for a few 
times, what I know is just one aspect of it. Besides, I know teachers 
tend to arrange different targets for different grades of pupils. So, I 
can’t really say anything. 
Malone: Yes, we do arrange different goals depending on grades. Those 
who seemed not to be learning were pupils of the Ninth Grade. It’s 
because they’ve already completed the curriculum. And…  Because 
they need to prepare for academic exams, so we would like to arrange 
more time for them to play.  
(IMa-2-33) 
 
The same principle – being neutral and understanding – also applied when they asked 
me to share what I had learnt from theirs’ or others’ stories and the participant 
observations.  
 
 
3.9 Fieldwork: Data Collection and Something about the Field 
3.9.1 Interview, participant observation and collection of documents 
Three formal interviews with each participant were scheduled in order to allow for 
in-depth discussion on specific foci. Accordingly, fieldwork was divided into three 
sections. The length of each section was decided by consideration of (1) the time 
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needed for transcribing and initial analysis; and (2) the schools’ timetables of agendas 
and holidays. One week was arranged for conducting the formal interviews, school 
visits and transcribing with each participant. Thus, each section lasted approximately 
eight to nine weeks and focused on specific topics (see Table 3.01).  
 
Table 3.01 Schedule and focus for data collection 
Section 1 
26/Nov/07 
to 
26/Jan/08 
1. Approaching participants, and gathering general information about 
the participants. 
2. Arranging school visits to gain background knowledge about the 
school culture, working environment, and the participants’ 
teaching. 
3. Conducting participant observation on CPD activities. 
4. Conducting Interview 1: personal and career development (self). 
 School winter vacation 
Section 2 
25/Feb/08 
to 
25/Arp/08 
1. Conducting interview 2: involvement in the educational reform 
(with others). 
2. Conducting participant observation on CPD or regular meetings of 
Advisory Group. 
Section 3 
29/Apr/08 
to 
13/Jul/08 
 
1. Conducting interview 3: PE teachers’ advice about the 
implementation of new curriculum. 
2. Conducting participant observation on CPD or regular meetings of 
Advisory Group. 
 
School summer vacation 
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Despite interviewing being the main data source of this study, three other types of data 
were also utilized: fieldwork notes taken during participant observations, collection of 
personal and official documents, and the researcher’s memo writing. Apart from the 
first interview, the second and third interview guidelines (Appendix, III) were handed 
to each participant at least one day in advance, in order that he or she could prepare 
for the discussion. As was noted in an earlier section, the first interview guideline was 
constructed in advance, and the second and third were adjusted according to issues 
emerging from earlier observations and interviews. In total, forty-five hours of 
interview data were collected. However, at the end of the fieldwork, the interview data 
of Case A (May) was excluded from the study, because this data was considered 
insufficient. Other than the first interview, I failed to arrange further interviews, 
because she retired and was then very busy, reportedly enjoying her retired life. 
 
Meanwhile, participant observation was used to support an increasingly robust 
understanding of relevant activities. What I observed during observation and inquired 
about during informal interviewing were both recorded in fieldwork notes. In addition, 
most of the personal and official documents were collected during the interviews and 
when I participated in in-service training courses. In total, within the eight-month 
fieldwork period, I conducted approximately one hundred and ten hours of participant 
observation, produced a large volume of fieldwork notes and collected many personal 
and official documents. 
 
It should be noted that, before fieldwork was embarked upon, this study was approved 
by the Ethical Advisory Committee of Loughborough University through the 
submission of its approved checklist form.  
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3.9.2 More information about the context and participant observation 
School visits were usually arranged on the same date that I conducted an interview 
with the participants, and each visit normally took a period of two to three hours. The 
stated purpose of the observation was to understand each participant’s teaching style 
and working environment, although, as it turned out, teaching behaviour was not the 
most important focus in such observations. Even though PE teaching itself was not 
difficult for me to understand, it was clear that two to three hours of observation were 
inadequate to fully understand a PE teacher’s teaching style. Thus, the key focus of 
the school visits was to search for clues that allowed me to profile the school context 
by watching the teacher’s: pedagogy, interactions with pupils, interactions with 
colleagues, school PE facilities and offices and, in particular, how others delivered PE 
in that context. Investigating these issues in the workplace context allowed me to chat 
with the participants in order to acquire further information about their context. Such 
information was helpful in understanding the meaning of each participant’s 
story-telling.  
 
Apart from school visits and some official courses, most of the participant 
observations were associated with meetings of the HPELA Advisory Groups. Their 
meetings were held weekly during TLA and consisted of three types of activity: (1) 
business meetings that allowed coordinators to discuss administrative agendas, (2) 
supervision visiting that requested coordinators to inspect the design and running of 
HPELA programmes in different schools, and (3) in-service training courses that were 
open to all teachers of HPELA. Participants’ engagement in the Advisory Groups was 
observed because it was considered to be a form of personal development in terms of 
career and profession. As both groups accepted me as a member – or a learner who 
was interested in their work - I had an opportunity to observe the above three activities. 
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Afterwards, once I had discerned distinctions between groups in Taipei City and 
County, I became very curious about questions such as: how both Advisory Groups 
organized their CPD courses, what CPD assumptions they held, and how these 
impacted upon PE teachers who came to learn.  
 
Yet, although questions such as those raised above were very interesting, I became 
confused about how I should position such information in this research. I later learnt 
that the Advisory Groups had a history that began long before the implement action of 
the Grade 1-9 Curriculum. They were integrated to form the HPELA Advisory Group 
following the curriculum integration. What I observed about the groups was that they 
were constructed by specific members, and influenced by specific policy and 
leadership skills at a specific time. The research design for this study was not adequate 
to fully investigate these issues, thus information about Advisory Groups was 
conceptualised as contextual information about the participants’ careers and 
professional development, rather than being the main focus of this study.  
 
In addition, during the fieldwork period, I discovered that many criticisms about 
theoretical CPD approaches had been levelled at official courses that had been 
implemented by the Advisory Groups. By attending similar courses with the 
participants, I was able to better comprehend their description and arguments about 
them. I did not manage to co-experience any so-called ‘practical’ courses with them, 
because there were no such courses held during the research period. Therefore, before 
the fieldwork ended in June 2008, I personally invited the participants to participate in 
the 2008 International Sports Teaching Symposium (Taipei, 20-22/Aug/2008), which 
involved demonstrations of a range of PE pedagogies and sports events. Although I 
offered to cover the cost, only three of the teachers managed to participate. However, 
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their comments about the symposium provided valuable insights that were a great help 
when producing findings about ‘theoretical’ and ‘practical’ CPD courses.  
 
In addition, during both January 2009 and 2010, I returned to Taiwan for Chinese 
New Year and spared some time to visit each participant in their schools. After being 
frequently immersed in their stories between visits, due to the data analysis process, I 
felt like I was seeing old friends when I met them again. Surprisingly, I found that 
some of them seemed to see me the same way in return. Although the souvenirs I 
brought with me – English tea – might have been some help, it was more that the 
visits made them feel cared for and respected and that helped to maintain a good 
research relationship over time. While I had conversations with them, I was also a 
researcher and I gained some further insights into development in their work and life. 
Despite not being recorded, such information helped me to confirm or challenge many 
of the key issues that had been identified by analyzing their life histories.  
 
 
3.10 Data Analysis 
3.10.1 Main ideas about grounded theory coding and analyzing 
Kvale and Brinkmann (2009) point out that “coding can be either concept driven or 
data driven” and it is a process that “involves attaching one or more keywords to a text 
segment in order to permit later identification of a statement” (pp. 201-202). For 
grounded theorists who aim to generate understanding grounded in data, it is 
suggested not to use existing concepts, theoretical frameworks or “preconceived 
standardized codes” for analysis (Charmaz, 2000, p. 515). From the constructivist 
viewpoint, as coding involves researchers’ interpretations, his or her preconceptions 
might be brought into analytical processes in ways that undermine the research. Thus, 
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Charmaz (2006) reminds that “coding” should consistently be conducted based on 
“participants’ concerns” rather than “disciplinary or personal concerns” (p. 69). 
Furthermore, when inspecting each piece of data by a series of systematic techniques, 
such as: word-by-word, line-by-line and incident-by-incident coding, researchers 
should (1) “avoid rushing past diamonds in the rough” (Strauss & Corbin, 1998, p.89); 
(2) be constrained to conduct initial coding properly rather than skip over texts and 
intentionally select segments to meet a preconceived framework; and (3) develop the 
product of grounded theory thoroughly from each piece of data. In addition, 
line-by-line coding is one of the most widely suggested techniques to achieve the 
above advantages, though it is also reminded that “not every sentence may appear to 
be important” in the text (Charmaz, 2006, p. 50). 
 
The process of data analysis starts with coding. Saldańa (2009) explains that “a code 
in qualitative inquiry is most often a word or short phrase that symbolically assigns a 
summative, salient, essence-capturing, and/or evocative attribute for a portion of 
language-based or visual data” (p. 3). In grounded theory coding, Charmaz (2006) 
indicates the whole analytic process begins with “initial coding” and that every 
produced code should “stick closely to the data” (p. 47). In this stage, “word-by-word”, 
“line-by-line” and “incident coding” are often used (pp. 50-53); and “in vivo code” is 
another technique that allows codes to be taken directly from the “terms” used by 
participants (p. 55). In addition, “comparison” among produced codes can be used to 
distinguish significant codes for use in later analysis.  
 
In the stage of focused coding, initial codes that “make the most analytic sense” are 
used as categories and sub-categories (p. 57). In this stage, so-called “Axial coding” is 
the process that links categories with sub-categories. Relationships between codes and 
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categories could be found through their “conditions”, “actions/interactions” and 
“consequences” (p. 61). After that, the final stage of analytic work is called 
“theoretical coding”, that “specifies possible relationships between categories”. In this 
phase the researcher reassembles fractured segments in order to present an “analytic 
story in a theoretical direction” (p. 63). Because products of theoretical coding are 
usually presented as themes, this stage of the process can also be called “thematic 
level” of analysis (Harry et al., 2005). Additionally, Charmaz (2006: p. 72) 
emphasizes that “memo-writing” – records of the researcher’s analytic thoughts – is a 
critical strategy that facilitates the generation of theoretical understanding or products 
right from the early stage of data analysis.  
 
Published guidelines for, and advice on, grounded theory analysis seem to be clear, 
though in my experience, it becomes more problematic once the actual analytic work 
starts, particularly when conducting grounded theory analysis with the help of  
computer-assisted software – Non-numerical Unstructured Data Indexing Searching 
and Theorizing Vivo, Version 8 (Nvivo 8). The initial purpose of using Nvivo 8 was 
to assist data management and support the process of theory development. However, 
the use of Nvivo 8 resulted in analytical and procedural difficulties that were not 
identified in many methodology textbooks. Several actions were taken to resolve these 
problems and they are explained and illustrated in the following sections.  
 
3.10.2 Conducting open coding by using longer codes in Nvivo 8 
With respect to the use of Nvivo 8, Charmaz (2000) argued that “these software 
packages appear more suited for objectivist grounded theory than constructivist 
approaches” (p. 520). However, after I got to know the function of Nvivo 8, I 
presumed this argument might refer to ‘Queries’, which is a function that allows 
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researchers to conduct coding by searching key words. In order to make sure that 
findings were grounded in each piece of data, rather than key words that might skip 
important information, the ‘Queries’ function was not used in initial coding.  
 
However, by following the suggestion that open codes produced should be 
“open…simple and precise…short” (Charmaz, 2006, p. 49), I encountered another 
critical problem when open coding was conducted in Nvivo 8. In a sense, every short 
open-code made sense when it was coded on paper or in a word document, because it 
was always displayed right next to the relevant text (Figure 3.04). However, when I 
conducted open coding in Nvivo 8 and saved the selected texts within produced 
open-codes, the short open-codes became less easy to understand unless each of them 
were double-clicked to display relevant texts on the right side (Figure 3.05).  
 
 
Figure 3.04 Coding on Microsoft Word  
Coded Open-codes 
Texts of open-codes 
located in the whole 
transcription 
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Figure 3.05 Coding by using Nvivo 8 
 
The detached situation between open-codes and their text became even more 
problematic when a very large number of short open-codes were produced and 
displayed on Nvivo 8. Although it was theoretically possible to induct large numbers 
of codes into categories – like doing content analysis, it was difficult to manage in 
practice. In addition, such a process would then become products of objective 
induction rather than interpretive construction, because those short open-codes did not 
carry enough meaning to recognise their contextual properties and dimensions. 
Therefore, in order to have open-codes that carried sufficient information for later 
analysis, longer open-codes were used when conducting open coding in Nvivo 8.  
 
3.10.3 Doing focused coding in two directions: life history and emerged themes  
Although longer open-codes were more understandable when they were displayed on 
Nvivo 8, they were still difficult to use/manage if they were not analyzed and 
3. Saved texts of one 
open-code 
1. List of open-codes 
2. Double clicking to open 
saved texts  
 136 
categorized in the early stage of the analytic process. Although focused coding should 
be based on all open codes, it did not mean that focused coding should wait until all 
open-codes were completed. On the contrary, it would be problematic to conduct 
focused coding from a very large number of unorganised open-codes. For example, in 
my case, I produced over a thousand open-codes after coding ten interviews. I then 
realized that it was problematic to manage this number of open-codes at the same time, 
but instead it was important that analysis was started earlier. I took the decision, 
therefore, to conduct focused coding right after finishing the open-coding of each 
participant’s interview transcriptions (each participant had three formal interviews).  
 
Since I had planned to present the findings as both individual life histories and 
cross-case themes, the focused coding process was also divided into two main sections. 
In the section for life history reporting, there was a pre-determined framework to be 
used;   time lines, key events, and important personal events and issues.  In this 
section, open-codes relating to personal beliefs, actions and key turning points were 
ordered by time-line or career stages. When moving to the theoretical level, 
relationships were built in two ways: (1) to link current with previous beliefs and 
actions of the person, and (2) to link personal experiences with relevant 
social/historical events. This was done for the purpose of understanding teachers’ 
decisions through their personal experiences, and to demonstrate how their personal 
lives influenced career and professional development. On the other hand, in the 
section of analysis to develop cross-case themes, open-codes were integrated into 
categories and sub-categories according to condition, action/reaction and 
consequences. At the theoretical level, the main work in this section was to build and 
demonstrate relationships between developed categories/sub-categories in order to 
best explain the data (Charmaz, 2006). Importantly, by using Nvivo 8, produced 
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open-codes could be easily copied and moved in order to serve the above two analytic 
sections. This was a clear advantage of this software. 
 
3.10.4 Rethinking coding and cross-case analysis: summary vs. analysis 
It could be argued that focused coding for the life history section was somewhat fluent 
because it had a predetermined organising framework; on the other hand, cross-theme 
analysis was comparatively more difficult and took more time because the framework 
was a bottom-up development perhaps more closely linked to traditional forms of 
grounded theory analysis. In trying to comply with the fundamental principle of 
grounded theory; i.e. generating bottom-up and grounded theoretical understanding, I 
encountered two other challenges after I had conducted the cross-case analysis; and 
both led me to rethink the meaning of coding and cross-case analysis. 
 
The first challenge was the difficulty of fitting every produced open-code into 
developed categories (there were always some open-codes I could not use). The 
problem, I suspected, was that because not every line of data appeared to be 
meaningful, not every open-code was useful. Perhaps this was unavoidable when 
adopting line-by-line coding. However, I then wondered how to claim that the product 
was grounded in all of the collected data? Moreover, the second challenge was a 
growing awareness that making comparisons between so many open-codes/data was 
not a sensible approach. It seemed to me that it should be meaningful to compare 
similarities and differences between different participants’ opinions upon the same 
event, yet many of the open-codes I produced were about personal actions, incidents 
and turning points. I could not, therefore, figure out the point of comparing one 
teacher’s background with another, or one action against the other in this manner. For 
example, one participant was an elite footballer but the other was not, or one was 
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involved in more administration but the other less. I kept asking myself the question: 
if the comparisons are simply about yes/no or how many, how is it possible to achieve 
deep understanding? The above two challenges forced me to review my analytic 
process by asking: have I done something wrong and then fail to generate themes from 
the produced open-codes? Should I compare something else? Or, again, what should 
open-codes look like in Nvivo 8? These questions troubled me, and guided me to 
search answers by returning to a number of methodology books. 
 
Charmaz (2006) indicated that “using codes to summarize but not to analyze” (p. 69) 
was a crucial problem of coding. However, in the stage of open coding, examples 
provided in Charmaz’s book were very similar to summarizing because she used short 
open-codes. I kept wondering what the difference was between summary and analysis. 
After I reached a section in Kvale and Brinkmann's (2009) book about “coding 
meanings”, I started to realize that “interpretation” should be the key distinction 
between summary and analysis. In addition, I also understood there were different 
ways of interpreting. My position in interpreting data was not to produce “multiple 
interpretations” that “extend the original text” (p. 201), but to understand each 
segment based on the “participant’s concern” (Charmaz, 2006, p. 69). 
 
In an attempt to code/analyze data from a constructive or interpretive perspective, I 
returned to a comparison of the coding process between the traditional way (coding on 
paper) and Nvivo 8, by asking an epistemological question: how should I code 
meanings? or where is the meaning or interpretation coded/saved when doing analysis? 
On the one hand, when I conducted open coding on paper (Figure 3.04), short 
open-codes were often suggested. It was assumed that the researcher’s interpretation 
about the meaning of the piece of data was generated along with the production of 
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open-codes. However, the produced open-code did not represent the researcher’s 
interpretation. Rather, the open-code could be seen as a mark-point of the researcher’s 
interpretation, which was generated from the interaction between the researcher’s 
knowledge, research questions and the data. In this sense, interpretation was only 
revealed when the researcher saw not only the open-codes but also the text. 
Afterwards, when moving on to focused coding, categories and sub-categories were 
selected and linked by reviewing and comparing the open-codes in conjunction with 
the researcher’s interpretations.  Thus, the use of short open-codes was suggested 
because it could (1) promote the density of initial data analysis by allowing the 
researcher to do word-by-word, line-by-line or incident-by-incident coding; and (2) be 
no distraction for later analysis because interpretation was revealed whenever the 
open-codes along with the text were viewed. 
 
On the other hand, as was mentioned previously, it was not easy to view the 
open-codes and its texts simultaneously. Thus, if I wished to build an interpretative 
understanding when using Nvivo 8, the open-codes used for later analysis had to be 
not only of reasonable length, but also had to carry meanings. In summary, the 
open-code in Nvivo 8 was the record of the researcher’s interpretation of a specific 
word, sentence or incident. Accordingly, the development of a theoretical framework 
could be built based on producing open-codes that carried the researcher’s 
interpretations. Nevertheless, when a theoretical framework is only built upon 
produced open-codes, the researcher can be criticised for using computer-assisted 
software to just ‘play around’ with the produced codes without deep understanding of 
the data (Charmaz, 2000). Indeed, the researcher might develop different 
interpretations of the same text over time. To merely analyze produced open-codes 
can result in an understanding based on immature interpretations. However, from a 
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practical viewpoint, all grounded theorists eventually need to draw concepts away 
from the original texts when moving to more focused and theoretical coding. 
Therefore, the biggest issue encountered when using Nvivo 8 to develop conceptual 
understanding was not that the original text seemed to be isolated once the open-codes 
were produced, but how it was possible to bring the researcher’s interpretations – that 
were more mature – into the conceptual development throughout the analytic process.  
 
In order to address these issues, initial coding of this study was divided into two 
phases. Firstly, open coding was conducted on all interview data by paper, in order to 
gain an overall understanding of the data. Secondly, when I moved into Nvivo 8, 
longer open-coding was used to carry the researcher’s more thoughtful interpretations 
and key information from the text. Moreover, in aiming to code meaning, the basic 
techniques – word-by-word, line-by-line and incident-by-incident coding – of 
grounded theory could be explained in a slightly different way. When coding 
interpretations, it was sometimes found that one line of text produced more than one 
open-code. However, very often, many single lines barely referred to anything when 
they stood alone, but were well supported by the key meaning of the coded 
sentence/paragraph they belonged to. In this sense, while the key meaning of a 
segment was coded, each word or line of the segment was also coded and attributed to 
the key meaning. Therefore, word-by-word or line-by-line coding were regarded as 
techniques to inspect every piece of data carefully rather than readily produce a 
massive amount of open-codes whether they were meaningful or not. 
 
Furthermore, in attempting to code meanings from segments that seemed to be 
complex or fractured, I often tried to interpret the data by asking the analytic question: 
what was this participant trying to tell me by illustrating such actions, examples and 
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incidents? This analytic question reminded me to interpret the data from the 
participant’s perspective and prevented me from crossing the fine line between 
“interpreting data and imposing a pre-existing frame on it” (Charmaz, 2006, p 68). In 
addition to interpreting data, the ‘Memos’, another function in Nvivo 8, was used to 
record analytic thoughts developed during both the initial and focused coding process. 
Produced memos were used for (1) selecting codes to be categorised, (2) building 
relationships between categories, and (3) developing a conceptual or theoretical 
framework associated with the studied phenomena. 
 
3.10.5 Developing an analytic procedure: using Nvivo 8 to serve the analysis and 
development of constructive grounded theory 
Several challenges were encountered in employing Nvivo 8 to serve the analytic work 
of constructive grounded theory. Although each challenge usually came along with 
another month of trial on a new analytic plan, the journey to searching solutions 
helped me to clarify the nature and process of the grounded theory analysis I 
conducted. In order to illustrate the final analytic procedure of this study as well as to 
map a better use of Nvivo 8 in future studies, a list of analytic procedures are 
demonstrated in this section. 
 
In summary, it was found that both analytic media – paper and computer-assisted 
software – had their own strengths and weaknesses in terms of interpretation, 
familiarity with the original text and data management. Hence, in the end, this study 
did not favour either approach; instead a cooperative use of both seemed to be 
appropriate. In attempting to do so, firstly, the figure below was compiled to compare 
some features when conducting coding on paper and Nvivo 8 (Table 3.02). 
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Table 3.02 Comparison between coding by different software 
Coding and analysis by 
Aspect Paper (or Microsoft Word) Nvivo 8 
Length of open-codes 
Open-codes are usually short (due to 
limited space on paper). 
Open-codes can be made either short 
or as long as needed.  
(In the case of this study, open-codes 
should be long enough to carry the 
researcher’s interpretation and key 
information of the selected texts.) 
Familiarity with the link 
between produced codes 
and the original texts 
Texts are normally viewed whenever 
codes are viewed. 
Texts not viewed unless 
double-clicking on each code. 
Renaming codes Name can be edited on paper.  Name can be edited by computer. 
Making changes to the 
coverage of the texts 
coded/imputed 
There is normally no fixed boundary 
for coded texts, unless texts are 
highlighted or moved to categories. 
It is easy to add more texts on any 
produced codes. Inputted texts can 
be removed from the code. 
Management on codes 
and its text when moving 
to build tree categories 
Extra work (copy and paste) needed 
on recording links or storing related 
texts in order to carry the texts with 
the code.  
No extra work needed. Selected texts 
already attach to the produced code, 
and will follow the move of the code. 
Memo writing 
Created at the end of texts or in 
another file. 
Created as a Memo that could link to 
one code or file. Texts within memos 
could also be coded. 
Building relationships 
(category tree) between 
codes, sub-categories and 
categories 
Each code or category needs to be 
moved one by one. Might require 
extra work to drawing categories tree 
on another file.  
Sets of codes and categories could be 
moved simultaneously. Relationships 
between codes can be presented 
when it is edited. 
Transparency about the 
theory developing process 
Not easy to trace or demonstrate 
where the developed theoretical 
framework is coming from which 
sub-categories, codes or text, 
because data are too multiplicitous to 
be managed within one file. 
Categories, sub-category and codes 
clearly displayed in layers (tree 
codes). Texts are attached with each 
code, or categories. Related memos 
can also be linked to the framework. 
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According to the features illustrated above, it seemed that analysing on paper was 
better used in the early stage in terms of becoming familiar with the text and quickly 
identifying key segments; whereas Nvivo 8 was more effective in the later analytic 
stages such as data management and developing theoretical frameworks. In search of a 
better use of both, the data analysis procedure of this study was formed and involved: 
1. Carefully inspecting each word and line of data on paper (Microsoft Word) to 
highlight important segments and conduct open coding with short open-codes. 
2. Short memos recorded on paper (Microsoft Word) with different colours. This was 
for later identification of a key incident or development of a category (Figure 3. 
06). Interview data were printed for later use.  
3. Conducting initial coding in Nvivo 8 with the assistance of printed data. 
Researcher’s interpretation of each segment was coded as (one or more than one) 
open-code using longer key words, sentences or both. 
4. When a segment was complex or contained multiple meanings, firstly, moving 
forward and backward from the text in order to find out what was the participant’s 
concern; and secondly, if the segment contained multiple meanings, it could be 
coded into different open-codes (in Nvivo 8).  
5. Once an interview transcript was completely coded, the participant’s name was 
added in front of each open-code so that each code was more identifiable in later 
analysis. In this study, produced open-codes were copied to both life history and 
cross-case theme sections and analysed respectively (in Tree Node of Nvivo 8).  
6. Conducting focused coding right after each interview or participant’s data was 
finished. This was to prevent the researcher from dealing with too many 
unorganised codes at a time and develop premature views of the data in the early 
stages of the research process. In this stage, codes, sub-categories and categories 
were linked to form a category tree (in Tree Node of Nvivo 8). 
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7. After some key factors were identified through focused coding, more information 
was added in front of each open-code when conducting the remaining interview 
data. This was to facilitate categorizing or sub-categorizing when conducting 
focused coding later. (Figure 3.07) 
8. After all the data were analysed, if a category or theme was formed but lacked 
some participant’s evidence, the researcher went back to the original interview 
data to search if any data (1) had been missed and not coded or (2) could be 
interpreted from different angles in order to fill the gap. (In this case, it was 
suitable to use key-word searching in either Microsoft Word or Nvivo 8). 
9. Developing a theoretical framework that illustrated all key factors and its 
relationship. This framework was different from the use of the category-tree. 
Whereas the category-tree contained all data, the framework drew key factors out 
from the data and displayed the relationships between them. In order to 
demonstrate relationships among factors, open-coding was also used to record 
connections within the participant’s telling. For example, a participant’s belief 
about PE teaching was often found to be connected to their in-service training. 
This could be found in responses such as: I liked to do it in this way… because I 
had similar experience back in my PETE training. In this case, this kind of 
statement was coded as a link-code to support the relationship. A theoretical 
framework for this process can be seen in chapter 8, Figure 8.1. 
10. Writing up findings was the final stage of data analysis. When writing each section 
of the findings (theme or issue under the theme), the researcher needed to put the 
produced codes in order by further sub-categorizing them in as many layers as 
needed. The relationship in each theme and category formed the writing structure 
of each analytic story. Again, if some evidence was miss, I went back to step 8.  
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Figure 3.06 Making short codes or memos on paper 
 
 
 
Figure 3.07 Making codes by using Nvivo 8 
 
 
Name Category or key factor Content of open-code Other notes 
Highlight of important texts Open-codes Memos or notes 
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3.10.6 Review of the analytic process 
After overcoming the challenges outlined in the earlier sections of this chapter, an 
appropriate analysis procedure was developed which can be used in future studies. 
Although the analytic procedure described was created to make the interpretive 
process as systematic as possible, it has been argued that qualitative analysis should 
not be a linear process. Charmaz (2000) also argues that the use of computer-assisted 
software “may unintentionally foster an illusion that interpretive work can be reduced 
to a set of procedures” (p. 520). Upon reflection, it is clear that when I first conducted 
initial coding with Nvivo 8 (before I realized open-codes in Nvivo 8 should be 
interpretive), I used to mainly focus on producing open-codes without looking at them 
analytically. I seemed to think that open coding was a one-time job, which meant an 
open-code once produced would be ‘fixed’. This seems to reflect the belief that as 
long as each code is made line-by-line on the computer, the theoretical framework will 
also be developed fluently by a process of induction. However, as I engaged in the 
process it became clear that these thoughts were problematic in two ways. Firstly, 
although it was theoretically possible to form a theoretical framework by doing 
induction, it was practically impossible to deal with such a huge number of codes 
together. Additionally, to conduct coding without thinking analytically would have 
produced too many codes that were not useful in later analysis. Secondly, from a 
constructive perspective, interpretation might vary depending on the development of 
the researcher’s insight. In this sense, open-coding should not be fixed and, as 
mentioned before, it should not be entered into Nvivo 8 too early. 
 
With regard to the assistance of computer software in qualitative inquiry, Lincoln 
(1998) questions “why would you want to engage in work that connects you to the 
deepest part of human existence and then turn it over to a machine to ‘mediate’?” 
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(cited in Charmaz, 2000, p.520). Indeed, there were a number of challenges to be 
considered when using Nvivo 8. In addition, I realise now that I needed to spend more 
time learning new software, inputting data and editing longer names for each 
open-code. However, because every produced code and most of the analytic process is 
documented and can be made readily available to a reader, Nvivo 8 can certainly 
make the research process more transparent. Moreover, it is effective in managing 
data and building analytical relationships, which is particularly helpful in the later 
stage of data analysis. If the researcher can be clear about the dilemmas of using 
computer-assisted software, experience from this study in using Nvivo 8 (or an 
equivalent software) suggests is it helpful. Nevertheless, my experience would suggest 
that it is important not to let Nvivo 8 dominate the analytic work too early and, to 
definitely, not use as the only means of analysis!  
 
Finally, in reviewing the process of data analysis and writing up, language 
translation – Chinese to English – was a crucial issue that can not be ignored. As the 
research findings were planned to be written in English, I initially thought I would 
translate all interview data from Chinese to English before conducting data analysis. 
However, I decided not to do so for two reasons. The first was a practical concern that 
translation of such massive data would require more time than was available. The 
second reason was based on a concern that meanings within the original texts might be 
lost during translation. In a sense, translation was a result of interpretation of the 
original texts. If data analysis was conducted based on translated texts, the findings 
would be products of double-interpretation, which might be more distant from the 
meaning that the participant had intended. Therefore, all data were only translated 
when they needed to be presented as evidence of the research findings. Although this 
approach may privilege the researcher in terms of credibility of interpretation or 
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providing evidence (narratives), this is an ethical matter that cannot be fully resolved 
in this study. I would argue that the research findings can still be validated (as far as is 
ever possible in interpretive qualitative research) by providing comprehensive detail 
of the analysis process in this chapter. In addition, all the above methodological 
challenges were reported in the research diary, which was updated continuously from 
the outset of the analysis work. 
 
 
3.11 The Construction and Presentation of Research Finding 
3.11.1 Writing up findings as the final stage of data analysis 
This section was added after the completion of the following chapters regarding the 
research findings. When structuring and constructing the research findings chapters, I 
learnt that writing up findings required two final steps of data analysis: (1) moving 
from codes and categories to teachers’ stories and (2) moving from the presentation of 
those stories to their relationship with the wider literature.  
 
Firstly, although a sophisticated code-tree was produced as a structure for presenting 
the research findings, further analysis was required to present stories that included and 
made sense of all the data. It was not only to categorise or sub-categorise produced 
codes, but also to place the produced categories/sub-categories in a meaningful order 
so that an analytic story could be constructed (Figure 3.8). Whereas the presentation 
of life histories was relatively easy because there was a clear structure – time line – to 
follow, the writing of cross-case analysis usually required more time or even the 
revisiting of an interviewee to clarify data from specific participants. This was 
because, normally, a category/sub-category, which illustrates a specific 
phenomena/tendency, should contain codes of all participants. However, if the codes 
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of some participants were found to be absent, it was necessary to check whether it was 
a contradictory example, an exception or a miss. For example, in Figure 3.8, the 
sub-category ‘Fulfilment’ includes all participants’ codes except one (Woody). After 
checking Woody’s interview data, it was confirmed that Woody had been involved in 
administration and had had very little contact with pupils for a long time, thus he 
reported very limited evidence about his fulfilment in teaching. 
 
Secondly, it was found that to connect research findings with the wider literature 
provided an opportunity to expand the understanding of the research topics further. 
This happened after I finished writing an initial draft of the life histories and 
cross-case findings. In order to explain why teachers’ learning occurred in the ways I 
found it, I returned to update literature that was relevant to these findings. I embarked 
on a search of literature about learning theories, and discovered that some of the case 
teachers’ taken-for-granted thoughts could be problematic to their own development 
(as is illustrated in Chapter Six). This was an exciting finding for me, because I finally 
generated something that was worth trading back to the participant. Before such 
comparisons were made, I often thought what I had found about the case teachers was 
what they already knew. However, the comparison between their perspectives and the 
literature indicated different viewpoints from which to reflect on their practice. (At the 
end of October 2001, I wrote a short article about my findings and sent it to each 
participant as a means to thank them).  
 
 
 
 
 150 
Figure 3.08 An example of the category tree 
 
3.11.2 The structure of the research findings 
In all, three types of research findings were produced: (1) life histories of each 
participant; (2) cross-case themes; and (3) a grounded theoretical framework. Chapter 
Four presents each PE teacher’s life history and is divided into three main sections: 
personal background and pre-service teacher training; career and professional 
development; and beliefs about PE and reactions to the Grade 1-9 Curriculum. 
 
 
Theme 
Category 
Sub-category 
Codes 
Number of all 
produced codes/ 
sub-/ categories 
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Chapters Five, Six and Seven focus on the cross-case findings. Chapter Five, ‘career 
development and commitment’, and Chapter Six, ‘continuing professional 
development’, provide necessary evidence for understanding the case teachers’ 
responses to the Grade 1-9 Curriculum, which are specified in Chapter Seven. Instead 
of arranging additional chapters to compare the research findings with the literature, 
the two are discussed together. In addition, a further ‘conclusion and discussion’ 
section was arranged at the end of each chapter. 
 
Chapter Eight centres on the construction of a grounded theoretical framework that 
explains the dynamics of these case-teachers’ professional lives. By drawing upon the 
findings of relevant literature, it was assumed that the creditability and applicability of 
this framework could be increased. However, it should be noted that this produced a 
theoretical framework, along with the above cross-case findings, that was based on 
data from a specific group of case study teachers. This theoretical framework does not 
claim to explain all teachers’ dynamics, rather it attempts to illustrate a set of factors 
that could be used to explore PE teachers professional lives. 
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Chapter 4: PE Teachers’ Life Histories 
 
 
Introduction 
This chapter presents the participants’ life histories, which are based on personal 
narratives edited by the author who has attempted to reconstruct them by subjecting 
himself to each informant’s world (Johnson, 2002). In order to best address the 
research questions, these life histories focus on incidents relating to the teachers’ 
careers and professional development. Each participant is dealt with individually. 
After a brief overview of the participant, each life history is structured by timeline, 
and then divided into three main sections: (1) personal background and pre-service 
teacher training; (2) career and professional development; and (3) beliefs about PE 
and reactions to the Grade 1-9 Curriculum. Moreover, an additional section 
summarises the personal experiences that had major influences on each participant’s 
professional life. These short summaries are placed at the end, rather than the 
beginning, of each life history, because it is expected that readers may develop their 
own interpretations and evaluations before being led to the way the evidence has been 
used in supporting the following chapters. 
 
 
 
4.1 Cherrie’s Life History 
4.1.1 Overview of the case 
Cherrie is a 46 year old, female PE teacher. She was a young elite footballer, and 
graduated from the Normal University. Cherrie has worked as a teacher in two junior 
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high schools. Apart from teaching PE, Cherrie has also been Section Chief of PE, 
school team coach and has held other administrative positions in school. Cherrie did a 
part-time postgraduate course in 1995. She joined the Advisory Group and has worked 
as a coordinator since 2004.  
 
4.1.2 Personal background and pre-service teacher training 
When Cherrie was at elementary school, she had no sport experiences. She was not 
allowed to participate in any physical activity due to a major medical operation when 
she was seven. However, Cherrie joined a football team following an invitation from a 
tutor who was also the coach in her junior high school. She said, ‘I thought it should 
be fun, because I’d never had PE before’ (ICh-1-07). 
 
As a comparative beginner in sports, Cherrie had to work very hard to catch up with 
the other players. After only one year, Cherrie, along with her teammates, won 
championships and received scholarship offers from several senior high schools. 
Although Cherrie was very keen to continue with her sports career, her mother 
strongly opposed it because of the frequent injuries she sustained. With her father’s 
help, Cherrie got her ID card which had been kept by her mother, and left home to 
continue her football life in another county. Like the other young players, she put all 
of her energy into training and therefore rarely focused on academic study. 
 
At the time, Cherrie’s position as an elite sportswoman enabled her a chance to enter 
Normal University and additionally guaranteed her work as a teacher after graduation. 
In her father’s eyes, being a teacher was a fine career for a girl. Meanwhile, Cherrie’s 
long-period of concentration on sports training appeared to have given her a positive 
outlook, which influenced her life and career development profoundly. 
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Being a player, there’re lots of tough and unreasonable training you must 
tolerate… The only way of your thinking was to win, win, win…and to be 
the best… You should never think about giving up…Even when you fell 
down, you’d then try to get up again, and again… The training was 
so…make you to have the persistence to face anything in your life. 
(ICh-1-14) 
 
However, Cherrie’s lack of academic study at high school caused some difficulties in 
her first year of study at university. Cherrie stated, ‘sport training helped me to get to 
university and get a job smoothly…However, at that time, I started to realize that I’d 
missed many opportunities in learning’ (ICh-1-14). This experience seemed to 
influence Cherrie’s involvement in learning and work afterwards. 
 
During Cherrie’s pre-service teacher training, her tutor, a senior teacher educator, was 
influential in her learning. The tutor deliberately mixed each group of students to 
include different strengths, such as skill performance and academic ability, and 
encouraged them to help others to learn. In addition, the most impressive attitude 
Cherrie learnt from the tutor was commitment and persistence in education:  
She has influenced me the most because…she was very self-disciplined, 
and she always set herself up as an example before asking others to do 
(ICh-1-15).   
 
In addition to skill and academic learning, Cherrie was also involved in services or 
part-time jobs that could, on the one hand, teach her practical experiences in relation 
to sport; and, on the other hand, relieve the economic pressure on her family. 
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4.1.3 Career and professional development 
In 1986, Cherrie graduated from university and began teaching at a junior high school 
in Taipei County. She described the early years as a difficult period. In the first year, 
she was assigned to be a tutor and to teach PE, HE, Citizen Education and Scout craft. 
Apart from PE teaching, none of these were taught in her pre-service training. In the 
following years, she continued to undertake different types of work. Although the 
preparation work exhausted her, Cherrie just accepted it without any argument. This 
attitude might have been associated with her early sports training. In addition, Cherrie 
seemed to consider the process as essential training, and carried on involving herself 
in additional duties even when she moved to the next school. 
A few years after that… I found myself more competent than others… At 
that time, maybe you just did. But the more you do, the more you learn 
(ICh-1-28). 
 
However, it seemed that continually becoming involved in additional duties was not 
only part of a circle of learning; it could also be the start of a circle of engaging in 
excessive workload. Many years later, Cherrie seemed to develop a pattern of learning 
involving tiring of and moving on between additional duties; which was ‘change to 
another position every three or four years’ (ICh-1-68) because, ‘once you have learnt, 
and there’s nothing new anymore, it’s time for a change’ (ICh-1-67). 
 
In the third year of Cherrie’s teaching, she was assigned to be the tutor of a so-called 
‘bull-head class’, which was a collection of disaffected students from the grade. This 
experience was significant to Cherrie, particularly in terms of fulfilment, because she 
could see progress in her students, and later was visited by some of them years after 
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their graduation. This appeared to prove to Cherrie that teaching could be influential, 
although the result was always not immediate. It then directed Cherrie’s focus towards 
moral education and reinforced her persistence in teaching. 
Despite there being frustrations…This kind of excitement is the power that 
keeps me going, adjusting, and being dedicated. . (ICh-1-64)  
 
When learning to cope with problems encountered during tutoring or teaching other 
subjects, Cherrie suggested that school teachers tended to be reserved in their 
professional communication and support (as a respect to your professional 
self-esteem), but that ‘learning should be you to actively ask’ (ICh-1-34). However, 
Cherrie reported that in PE teaching ‘we usually worked independently from others’ 
(Chi-2-29). When Cherrie taught PE in her first school, she was shocked by how other 
teachers delivered PE lessons in the playground. What she saw could be identified as a 
PE lesson, without teaching but just including free play. Cherrie then came to 
understand that this was due to problems of 'assigning lessons’ (ICh-1-25) as a result 
of the academic-performance-dominated school atmosphere at the time. 
They were not PE teachers, but teachers of other ‘main subjects’… Except 
holding exams of their own subject in the classroom, it would be a favour 
that they let the kids get out of the classroom and play… (ICh-1-25) 
 
Due to the circumstances and limited facilities in her first school, Cherrie moved on to 
her second school in Taipei City and has worked there since. Although this school has 
better facilities, Cherrie was still unable to meet many colleagues to share her 
enthusiasm for PE. Despite finding an ideological contradiction about PE teaching 
between Cherrie and other PE teachers, she did not want this to cause tension between 
them. She considered the school to have an attitude of ‘self-protection’ (ICh-1-36) in 
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its culture. It could be argued that the ideological contradiction among teachers was a 
potential reason for reserved professional communication. 
 
Besides attending in-service training courses, Cherrie’s husband, who was also a PE 
teacher in a different school, was her main source of professional discussion about PE. 
Her husband also encouraged Cherrie to do a part-time postgraduate course in 1995. 
Including Cherrie, there were only six females in her class, and many of them were 
not encouraged by their husbands. In addition, Cherrie was very keen to have 
supportive colleagues, similar to her husband. She considered this to be the best way 
toward career and professional development. 
What I really want is to have a group of good colleagues… to grow up 
together, to work and accomplish things together, and to support each 
other whenever needed…(ICh-3-24) 
 
In between 2000 and 2002, Cherrie suspended her work in order to care for her 
husband who was diagnosed with cancer. Although they were both back at work in 
2002, Cherrie started to think she should be involved in less administrative work in 
order to be with her family and look after her parents. 
 
4.1.4 Beliefs about PE and reaction to the Grade 1-9 Curriculum 
For Cherrie, skill and performance are the foundation of PE. This idea was developed 
through her pre-service teacher training, even though Cherrie has developed different 
approaches to implementation due to the discovery of students’ changes in physical 
ability and learning attitudes from year to year. 
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The pupils’ physical ability nowadays is not as competitive as they used to 
be. If you still simply emphasize skill learning…it will be a frustration for 
both teacher and pupil. (ICh-3-08)   
 
Thus, Cherrie believed that teachers should use alternatives to meet the core target of 
PE. The use of alternate skill learning and modified games was an approach she 
suggested. This idea seemed to also be influenced by the official in-service training 
courses, ‘Fun PE Teaching’, which were widely launched in the 1990s. 
I know that some skill-oriented people really disagree with it. It’s like… if 
PE is only fun, then why would you need a PE teacher? But, I think it really 
depends on how you use it! (Chi-3-08) 
 
In addition, Cherrie was also very concerned about pupils’ learning attitudes during 
PE lessons. This appeared to echo her consistent focus on socio-moral education, 
which developed from her tutoring experience. Despite having this additional focus, 
skill and performance remained uppermost in her mind, even though they seemed to 
be less likely to be achieved. 
To compare with my friend who worked at university, now I felt like… you 
couldn’t have much opportunity to really teach PE…in junior high school 
(ICh-3-20). 
 
With regard to Cherrie’s reaction to implementing the Grade 1-9 Curriculum, 
surprisingly, although she agreed with its core idea, she rarely used the curriculum 
guidelines: 
In the beginning, skill was removed from the guidelines. Yes! How would 
we be supposed to teach if the most important element of PE was gone? 
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Therefore, we could only plan the teaching program by still following the 
process of skill development, and then tried to match what we got with the 
guidelines. (ICh-3-01)  
 
With regard to Integrative Teaching, Cherrie’s school decided not to follow this from 
the beginning, due to a concern about maintaining professional teaching. Cherrie has, 
however, taught some HE lessons that were assigned to her due to lack of specialist 
teachers. Despite being well-prepared, she still felt the lesson was not as professional 
as it would have been if delivered by a HE teacher. Nevertheless, she argued that PE 
lessons would be even more challenging for HE teachers. 
Even if they [HE teachers] were forced to do in-service training, but skills 
could not be mastered in a short-term… How could they deliver PE if they 
could barely demonstrate? (ICh-3-29)   
 
Since Cherrie’s PE teaching approach has not changed much and Integrative Teaching 
was not compulsory, in general, it could be argued that the new curriculum reform 
brought little impact upon PE. In terms of the Requirement of CPD Hours, Cherrie 
attended CPD courses with the same attitude she had towards additional duties. 
However, she argued that the requirement became ineffective for many teachers due 
to lack of accountability for failure to attend. In addition, the TLA did not provide 
Cherrie with opportunities for professional discussion because of the isolated working 
atmosphere in her school.  
 
While in the role of coordinator, although Cherrie saw the development of PE in other 
schools, she doubted that the change was the result of the curriculum reform. 
According to her experience, PE teachers appeared to retain their old attitude, and ‘the 
 160 
implementation of curriculum guidelines really depends on what teachers want’. 
(ICh-3-07) 
 
4.1.5 Summary: the influence of personal experiences 
In short, Cherrie’s life history reveals:  
(1) how sports training influenced the development of Cherrie’s personal 
philosophies;  
(2) how Cherrie’s experiences as a young elite footballer struggled to complement her 
collegial academic learning influences towards professional development; 
(3) how Cherrie’s tutorial experience influenced her identity and PE teaching focus; 
(4) how Cherrie’s family crisis influenced her involvement in the profession; and  
(5) how Cherrie’s educational background and beliefs influenced her evaluation of the 
educational change.  
 
 
 
4.2 Fiona’s Life History 
4.2.1 Overview of the case 
Fiona is a 42 year old, female, PE teacher. She was an athlete in track and field before 
she graduated from the Normal University. Fiona was then assigned to a junior high 
school and has worked there since 1992. Besides PE teaching, she has had many years 
experience being Section Chief of PE. In addition, and partly because her school was 
the base for the Advisory Group in Taipei County, she was also involved in 
coordinating the implementation of the Grade 1-9 Curriculum. Fiona has a 
postgraduate degree, which she was awarded in 2004.  
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4.2.2 Personal background and pre-service teacher training 
When Fiona was a child, she reported being a physically active girl, who often played 
in farm fields. Even without formal training, Fiona still showed talent in running when 
she was at elementary and junior high school. Following her coach’s suggestion, 
Fiona decided to take seriously the development of her strength in track and field 
when she advanced to senior high school. However, Fiona failed in the trials for the 
team she wanted most to join. Although Fiona’s academic performance allowed her to 
study at the school, she was determined to leave in order to find a team that that would 
provide a place for her to engage in proper training. Fiona then entered another school 
away from home to enable her to combine both study and training. Compared with the 
training Fiona had experienced before, the first year’s regular training in the new 
school appeared to be much more challenging. 
It was quite tough. I cried almost everyday, and missed home so much… the 
feeling was quite…painful. (IFi-1-03) 
 
During this difficult period, it seemed to be the lessons learnt from her previous coach 
that kept her going. 
The coach said…You were like a pioneer from our school. You couldn’t 
easily give it up. If you did so, they might not accept our students in the 
future. (IFa-1-03) 
 
In the second and following years, Fiona made dramatic progress and gained top 
results in the national track and field sports. The result also qualified her to gain a 
place at university (refer to section 2.1.1 for information on young sport elites’ 
entrance to higher education). Importantly, the coach always outlined a clear career 
plan for these young athletes during training. 
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You must study! You must study while training… the ultimate goal for your 
sports training here is to go to the Normal University, and to become a 
teacher. (IFi-1-06) 
 
The coach’s advice was influential, and Fiona also agreed that being a teacher was a 
good career for a female. In addition, Fiona seemed to be very eager to become a PE 
teacher, because after she failed the university entrance exam in the year she 
graduated from high school, she spent another whole year preparing to re-take it to 
enter the Normal University. Years after, this experience also influenced Fiona’s 
attitude when she became a tutor of young sports elites, in terms of an idea that there 
should be a balance between training and academic learning. 
 
During her pre-service teacher training, Fiona encountered few problems with 
academic learning, although sport skill training was demanding in every aspect. 
Whilst she did not manage to advance her performance in track and field, Fiona 
developed a habit of jogging. This habit continued when she went to work, and 
appears to have become Fiona’s unique period for thinking. 
I really like running, and I go for a one-hour run almost everyday. While 
jogging, I can think about my own teaching… I can also develop new ideas 
from the observation of others’ teaching on the field… I can think and 
reflect on a lot of questions (IFi-3-06) 
 
4.2.3 Career and professional development 
Fiona graduated from the Normal University in 1992, and went straight into working 
as a PE teacher in a junior high school in Taipei County. In the school, every teacher 
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was required to engage in additional duties, and there appeared to be a hidden rule for 
the rotation. 
It’s our tradition. You could have a one-year break, which is full time 
teaching, after every three-year commitment to additional duties. (IFi-1-23) 
 
Along with PE teaching, Fiona was also a tutor in the early years. Her initial PE 
teaching and tutorial work seemed to strongly connect to her pre-service training and 
previous experience as a young sports elite. Fiona developed her PE teaching through 
personal practice and reflection. Additionally, in-service training courses were a 
source of new inspiration about teaching. In Fiona’s opinion, practical courses were 
the most desirable as they were more stimulating than theoretical courses.  
Regarding theories, you just listen… and normally end up with nothing… 
Regarding the practical [course]… though you might be more tired due to 
the physical practice, you would get more inspiration. (IFi-2-25) 
 
Interestingly, Fiona reported on an effective course that seemed to have a balance of 
theory, practice and the creation of new knowledge.  
The program was designed by the lecturer, and practised by us. After we 
got the idea, the lecture then guided us to extend the idea and produce 
something… However, teachers [who attended the course] wouldn’t like it 
if they were just requested to produce [innovative teaching programme] 
without the lecturer’s help. (IFi-2-39) 
 
After working for six years as a tutor, Fiona then embarked upon a seven-year 
commitment as Section Chief of PE due to the retirement of the previous Chief. For 
her, the way to adapt to this work was to ‘learn from the previous files, and ask people 
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who were experienced’ (IFi-2-25). While she was in the position, Fiona started to 
build electronic files in order to pass on her experience to others more easily. Besides 
coordinating the running of school sports, she also designed a program involving all of 
the PE teachers in developing criteria for the assessment of students’ skill 
performance.  
Each PE teacher was responsible for designing the criteria of the sport they 
were good at… After discussion, implementation and adjustment by all of 
us, it became a tradition of PE in our school. (IFi-2-24)   
 
Although Fiona and her colleagues created a positive atmosphere in working and 
implementing PE programs, they rarely discussed each others’ teaching approaches. 
Interestingly, this situation might be interpreted as being one where although teachers 
were willing to work on PE programs collaboratively, the specific act of teaching PE 
was still considered to be sensitive and personal. It could also be argued that Fiona, 
who appeared to be the most senior and influential person in the group, was key in 
encouraging cooperation among PE teachers. 
 
In an attempt to understand Fiona’s motivation for PE teaching and in being Section 
Chief of PE, it seems that the students were a key influential factor. Fulfilment for her 
was found in seeing students apply their learning, enjoy PE lessons and become 
involved in physical activity after class. This involved a feeling of being influential in 
the lives of students and appreciated by them. However, while Fiona’s teaching was 
unappreciated by some of the students, her commitment seemed to be supported by a 
sense of professional responsibility.  
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To compare with saying ‘go and play!’ …it’d be more difficult for you to 
control those students and conduct your teaching. But, it’s your career; it’s 
your… love. You just have to do it that way. (IFi-1-28) 
 
4.2.4 Beliefs about PE and reaction to the Grade 1-9 Curriculum 
For Fiona, skill and performance were the essential elements of PE lessons. In 
addition, following her own experience of skill learning in the university, she also 
believed that students should be experiencing a range of different sports. 
Look back the university courses, those guys who had experienced different 
sports… they always learnt skills much faster and more accurately than I 
did… Therefore, I really think students should have comprehensive learning 
experiences… They don’t need to play very well, but the important thing is 
they know how to play. (IFi-3-09) 
 
Furthermore, Fiona also thought that PE teachers in junior high school should take 
particular responsibility for those students who are physically less competent than 
others in PE. Her attendance at a CPD course about inclusive PE, which was the focus 
of official policy launched from the late 1990s, seemed to reinforce this belief. 
Whereas Fiona aimed to bring the majority of students to a higher level of skill 
performance, she could not ignore the minority who were less competent. 
If they couldn’t achieve the ability to play or team-work… they will be even 
less likely to learn this when they go to senior high school… and 
eventually… they might end up having nothing to do with sports. (IF-1-27)  
 
Although Fiona’s concern about pupils’ futures appeared to coincide with the core 
target of the Grade 1-9 Curriculum, she was confused by the initial introduction of the 
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guidelines. It seemed that the policy was introduced in a style that Fiona and her 
colleagues were unlikely to understand. 
In the beginning of the implementation… you just got theories… every time! 
I always felt… haven’t I just got the same thing last time? (IFi-2-39) 
It was annoying, and we were also confused after each course. Really, it’s 
just too annoying (to be understood). (IFi-3-05) 
 
As noted earlier, in association with the implementation of the Grade 1-9 Curriculum, 
Fiona became the coordinator because the Advisory Group was located in her school. 
Years after the introductory period, this group started to organize practical CPD 
courses for PE teachers. Although these courses appeared to be appropriate for 
teachers, many teachers in Taipei County did not manage to participate due to 
teaching responsibilities. It should be noted that whereas the policy indicated TLA 
should be held on a half day, there were only two hours arranged in most of the 
schools in Taipei County. Therefore, it was almost impossible for teachers to attend 
off-site in-service training. 
 
With regard to the combination of PE and HE, the TLA brought PE and HE teachers 
together for meetings.  However, Fiona indicated that it was not easy for HE teachers 
to offer ideas, especially when discussing the running of sports events. Additionally, 
they did not launch Integrative Teaching due to concerns about maintaining teaching 
quality. 
One or half a year later, all of the school, that had conducted Integrative 
Teaching, returned to the previous way… it’s just too problematic for both 
PE and HE teachers. (IFi-2-14)  
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Furthermore, the curriculum guidelines seemed to remain detached from PE teachers’ 
daily practice. Within Fiona’s school, they developed two versions of the syllabus. 
One version followed the requirement of HPELA and was for submission to the 
administration; the other version was arranged by the rotation of facilities and for 
actual use. 
Maybe it’s because of the format provided…What we submitted follows the 
schedule in the textbook of HPELA. However, it’s not possible for all PE 
teachers to teach the same thing at the same time…it’s a matter of the use 
of facilities (IFi-2-22) 
 
Fiona also argued that the curriculum was rarely used because ‘it was too much and 
complicated’ (IFi-3-03). With regard to planning PE teaching, Fiona seemed to have 
her own standard which was ‘based on her understanding of the students’. (IFi-3-04) 
 
4.2.5 Summary: the influence of personal experiences 
In short, Fiona’s life history reveals:  
(1) how Fiona’s experience in sports training influenced her attitude toward coaching 
young elite athletes;  
(2) how a key incident in Fiona’s PETE influenced the development of her beliefs 
about PE, and, as a consequence, her decision-making in PE teaching; and 
(3) how Fiona responded to educational changes based on her beliefs about PE. 
 
 
 
4.3 Hank’s Life History 
4.3.1 Overview of the case 
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Hank is a 34 year old, male PE teacher. He was a young elite rugby player and was 
committed to the national team until he graduated from university. Hank acquired his 
teacher qualification while he worked as a substitute PE teacher in his first school; he 
then entered a second school where he has worked since. Apart from PE teaching, he 
has also been Section Chief of Discipline for five years. Hank began a part-time 
postgraduate course in 2005, and was enrolled in the Advisory Group in 2007. 
 
4.3.2 Personal background and pre-services teacher training 
Hank described himself as a chubby boy, with good academic performance yet a keen 
desire to avoid study. When he was at junior high school, a new PE teacher arrived 
and tried to make up a rugby team by recruiting disaffected students. The drill on the 
school playground was fascinating to Hank. He managed to gain his parents’ 
permission to join the rugby team. Hank had no serious intention to become a rugby 
player until he found great fulfilment through rugby competitions.  
 
Hank’s coach in senior high school was an influential person in his life. The coach 
advanced Hank’s rugby performance by using scientific training methods and 
influenced his attitude to ‘never put limits on your own development’ (IHa-1-08). In 
his last year at senior high, Hank received scholarship offers from universities in 
Japan and New Zealand. However, he chose to study in the PE department of a 
comprehensive university in Taiwan because he could not afford the tuition costs 
elsewhere. 
 
In one of his first-year English lectures, Hank was shocked at the incompetence of the 
other PE students’ academic performance. This incident made Hank re-consider the 
importance of academic learning and also influenced his position when teaching. 
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At that moment, I realized that I couldn’t keep hanging about…You 
couldn’t count on playing sport for your entire life…If you don’t even have 
the basic knowledge, what can you be doing in the future? (IHa-1-22)  
 
Despite being aware of the importance of academic learning, Hank still struggled to 
pay much attention to it, because he was withdrawn from the university to engage in  
training for the national rugby team for nearly two years. However, Hank appeared to 
be proud of his achievement in rugby and the positive outlook he had developed 
through this sport. In addition, his rugby ‘character’ appeared have influenced his 
future career and commitment to teaching. 
The character of rugby is… you’d be tackled down, but you climb up right 
away… whatever you do by yourself or with your team, you never give 
up…This kind of spirit has been even influencing my current... teaching. 
(IHa-1-12) 
 
However, the final year at university was a turning point in Hank’s sports career. The 
first shock was the death of his coach from senior high school, who was also one of 
the coaches of the national rugby team. After that, the rest of the coaches made 
changes to the team strategy, with which Hank strongly disagreed. Shortly after, Hank 
quit the national team and the prize he could have been rewarded. It may be that 
Hank’s persistence in protecting his personal belief helps to explain his marginalized 
position in the second school in which he works. 
 
In 1998, Hank graduated from university and became a substitute PE teacher in a 
junior high school in the countryside of Taipei County. In the first year of teaching, 
Hank was nervous due to his lack of previous training. He gradually developed his 
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professional skills through self-reflection and actively asking advice from other 
teachers. In the second year, he completed a part-time teacher education programme. 
It was then that Hank started to investigate learning theories about teaching. 
Meanwhile, Hank was assigned to be Section Chief of Discipline and was much 
appreciated by the head teacher for his work in this field. In the third year, Hank did 
his teaching practice in the same school and then gained his teacher certificate. It 
should be noted that working in this school appeared to be influential in Hank’s later 
career: 
It’s a school in a rural area, and teachers were all very supportive. 
(IHa-1-25) Whatever they do or even argue with, it’s based on a concern 
with student’s interest, but not their own benefit. (IHa-1-28) 
 
4.3.3 Career and professional development 
After he completed military service in 2002, Hank followed the move of the head 
teacher who had supported him, and entered another junior high school in an urban 
area of Taipei County. Apart from PE teaching, Hank was assigned to be Section 
Chief of Discipline for four years, followed by Director of Student Affairs for two 
years. Hank admitted that his PE teaching was often affected by administration work 
due to lack of time for preparation.  
 
Moreover, the atmosphere among teachers in the new school seemed to be less 
supportive than his previous school. While doing administration work, Hank was 
surprised to discover that some teachers complained about the implementation of 
certain policies because they required additional time to prepare teaching materials. 
This appeared to be in conflict with what Hank had experienced in his first school. In 
addition, Hank also encountered an ideological conflict between his teaching 
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approaches and those of the other PE teachers. For that reason, Hank seemed to 
intentionally reduce his connection with other PE teachers, taking a marginalized 
position in the group. 
For me, a PE person should demonstrate the values of PE… I can’t stand 
that others consider PE as a sub-subject that could be delivered by anyone. 
(IHa-1-43) 
I rarely talk in my office… I am the person who likes and dislikes clearly… 
As long as I think it’s wrong, it’s a disgrace to PE, I don’t want to spend 
time with them. (IHa-1-45) 
 
Hank indicated how the unsupportive environment and policies could be damaging to 
teachers’ commitment and CPD in teaching. 
In a manner of speaking, people all tend to take the easy way. Within the 
current system, whether you work casually or work very hard, you get the 
same pay. In this case, would you like to give more effort? (IHa-2-14) 
I sometime felt it a little bit unfair. I wonder…I’ve made so much effort, but 
what have I got? (IHa-2-15)  
 
Despite feeling unsatisfied about his PE colleagues, Hank also claimed ‘It’s unfair to 
only blame on PE teachers, because the whole environment [working condition] was 
problematic as well’ (IHa-1-59). He explained that PE teachers were often assigned to 
do additional duties without extra rewards. It is not surprised that teachers would put 
in effort based on their judgements about what work was worth doing and what could 
be avoided.  
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Besides his personal teaching philosophy and students’ feedback, the other factor 
underpinning Hank’s persistence in teaching was his four-year old son. Hank affirmed 
‘if I don’t want my son to be taught by this kind of teacher, how could I become one of 
them?’ (IHa-1-48)  
 
With regard to Hank’s CPD in teaching, he tended to design teaching programs by 
self-reflection and integrating the interesting elements he had experienced in his 
previous rugby training. He then adjusted and refined these elements through practice. 
Hank’s involvement in a postgraduate degree appeared to be a significant influence to 
his CPD. This is discussed next. 
 
4.3.4 Beliefs about PE and reaction to the Grade 1-9 Curriculum 
Although Hank’s career started with the introduction and implementation of the Grade 
1-9 Curriculum, it seemed to have little impact on his initial teaching.  
The in-service training began with the introduction of theoretical stuff… 
there’re very general… and even empty to us. They’re only concepts, but no 
specific indications about what to do. (IHa-3-39)  
 
During the first year of the implementation, Hank was doing military service. He 
returned to work after the argument about Integrative Teaching had stabilized. 
Therefore, Hank needed to prepare for PE teaching only.  
 
Instead of the new curriculum guidelines, Hank’s involvement in a postgraduate 
degree seemed to be a turning point for his teaching. While Hank liked to try new 
ideas to make his PE lessons more interesting, his priority was still developing pupils’ 
sports skills and performance. However, after he completed a postgraduate degree and 
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learnt about a variety of theory-based PE teaching models, Hank began to realize that 
PE could be more than just skill learning. He also discovered that some of his previous 
ideas matched the theories that he had learnt. In the meantime, Hank was assigned to 
conduct action research by the administrator. He designed a project to examine 
students’ fitness levels before and after summer vacation, and found out that his 
students rarely engaged in physical activities when they were not at school. This 
convinced Hank that promoting pupils’ interest in sports participation would be more 
valuable in the long term than focussing on sports skill development. Moreover, he 
also valued the use of fitness tests because they could provide statistical data to 
demonstrate the effectiveness of PE. It is interesting to note how Hank, as an 
ex-professional rugby player, shifted his focus from skill learning to active 
participation in physical activities. It could be argued that Hank rapidly changed his 
values because his involvement in PE teaching was relatively short. Moreover, it 
should also be noted that the acquisition of new knowledge seemed to provide Hank 
with not only the confidence, but also the methods to change. 
 
According to Hank’s understanding, one key intention of the educational reform was 
to initiate teacher collaboration. However, in his school, ‘the curriculum plan was 
always written by a certain person instead of being discussed by all teachers’. 
(IHa-1-51) Although this situation might refer only to the atmosphere in Hank’s 
school, the curriculum guidelines were a lower priority in Hank’s personal practice. 
While planning PE teaching programmes, Hank usually ‘wrote down the teaching 
plan first, and then tried to match the guidelines with the written plan’. (IHa-3-02) 
 
Hank was invited to join the Advisory Group due to his outstanding presentation 
about his action research (that was recognised by some coordinators, including Fiona). 
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In helping to organise in-service training courses and sharing personal experiences 
with PE teachers in Taipei County, he encountered an interesting dilemma in 
employing CPD course leaders. On the one hand, lectures delivered by ‘professors’ 
seemed to be less appreciated because they provided general or theoretical content; on 
the other hand, practical experiences delivered by ‘school teachers’ appeared to hold 
less value because they were delivered by people of similar level as the participants. 
Hank argued that in CPD providers should try to make the new topics relevant to 
teachers’ lives; and that teachers themselves should also maintain an open attitude to 
different approaches. According to Hank’s experience, ‘only when you try to 
understand and transfer the knowledge, will the learning occur’. (IHa-2-24) 
 
In an attempt to plan CPD courses that could meet teachers’ needs, Hank proposed 
several topics that addressed the practical difficulties of PE teaching, including: how 
to deliver PE lessons in a crowded playground, and how to use natural surroundings 
in planning PE lessons. Although these courses received positive feedback, the 
number of participants was fewer then he had anticipated. 
The Requirement of CPD Hours should be about learning… However, as 
far as I know, the meeting in TLA was counted as a part of the requirement 
in many schools. (IHa-1-58) 
 
Therefore, since the requirement could be easily achieved, teachers could have been 
less willing to attend specific CPD courses. 
 
4.3.5 Summary: the influence of personal experiences 
In short, Hank’s life history reveals: 
(1) how sports training influenced the development of Hank’s personal identity; 
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(2) how Hank’s involvement in additional duties impacted on his efforts in teaching; 
(3) how Hank’s postgraduate study influenced his beliefs about, and practice in, PE 
teaching; and 
(4) how Hank’s previous work experiences influenced his evaluation of his colleagues 
and work environment in his current school.  
 
 
4.4 Jim’s Life History 
4.4.1 Overview of the case  
Jim is a 43 year old, male PE teacher. He graduated from the PE department of the 
National Defence University and served in the military until his voluntary retirement 
in 1998. Jim completed his teacher certificate and a Master’s degree while working as 
a substitute PE teacher in a private senior high school. He then entered a junior high 
school in Taipei City in 2001 where he has worked since. Jim was involved in the 
editing of HPELA textbooks between 2002 and 2005, and engaged in the Advisory 
Group between 2006 and 2008. 
 
4.4.2 Personal background and pre-service teacher training 
For Jim, Chinese Literature and PE were both his favourite school subjects. Jim used 
to join sports clubs, though he mainly focused on academic learning when he studied 
at elementary and high schools. Within the university entrance exam, while Jim failed 
to gain grades to enter the department of Literature, he did reach the standard for entry 
to the PE department of the Normal University. However, Jim’s father was opposed to 
him studying PE, so he took the entrance exam for the National Defence University 
instead.  However, even there Jim was again allocated to the PE department. He then 
conducted his study into PE without informing his father. 
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Teaching was a stable career… but, perhaps… (Sigh)… PE… PE teacher… 
wasn’t considered as a proper job (by my father). (IJi-1-13) 
 
The training in the Defence University was comprehensive and strict. As well as 
modern sports, there was also military training. In addition, the training approach was 
always undertaken using a command style. During the process, Jim was attracted by 
the work of PE officers and also wished to engage in work related to physical training 
after he graduated. Importantly, this training experience appeared to provide Jim with 
clear values for PE and a specific image. 
 
After he graduated in 1990, Jim started to conduct administrative work in the military. 
Despite several applications, Jim was unable to transfer to be a PE officer due to his 
educational background and outstanding performance in administration. Jim was 
unhappy with this situation. Therefore, in 1997, when the retirement policy changed, 
Jim decided to retire from the military in order to work as a PE teacher instead. (The 
regulated age for a military officer’s retirement had been 45 years old. However, a 
change of policy enabled the application for retirement to take place after eight-years 
service). Notably, Jim was very active in pursuing his second career. Within the 
period in which he worked as a substitute PE teacher in a private senior high school, 
he completed a part-time teacher education programme in the first year, and did a 
Masters degree in the second and third year.  
 
Jim’s experience of PE teaching in the initial months, however, appeared to conflict 
with his personal values about PE. 
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In my mind, PE should be like training or coaching… I’d find fulfilment 
when I saw progress in students’ skill performance… However, they [the 
students] couldn’t achieve this target… (IJi-1-39) 
 
After the first months teaching, I told my wife I… I didn’t want to teach PE 
anymore… At that time, I felt that…they didn’t even need a professional PE 
teacher to deliver PE! …I was very frustrated. (IJi-1-36) 
 
The reality Jim perceived kept challenging his previous thoughts. Moreover, the 
necessity of having a job seemed to force him to reconsider the task of school PE and 
adapt himself to this work. Meanwhile, Jim also reported that working in a private 
school was stressful due to the administrator’s frequent evaluations of staff, which 
appeared to influence the teachers’ commitment to teaching and additional duties. 
Afterwards, due to the influence of his colleagues, Jim found fulfilment in inventing 
new PE teaching programmes to increase students’ participation, instead of mainly 
focusing on developing pupils’ skill performance. 
 
4.4.3 Career and professional development 
In 2001, Jim found a full-time position in his second school, and has been working 
there since. In the first year, he was surprised to see that the older teachers did not 
teach but merely supervised lessons. In the second year, new PE teachers joined, 
following the retirement of some of the older teachers. As Jim became the most senior 
person in the PE group, he volunteered for the role of Section Chief of PE and started 
to lead other PE teachers in developing and implementing PE programmes and 
activities in the school. However, although the PE programme was still running well, 
Jim indicated that the group was not as united as during the initial years. 
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The situation used to be… a programme implemented by all of the PE 
teachers… but, in recent years, it’s implemented independently… If you’d 
like to try new stuff, you’d do it in your own class; if not, you just followed 
the previous programme (IJi-1-40). 
 
To compare with his previous experience in the private school, Jim thought that the 
public school provided teachers with more autonomy but no proper evaluation, so that 
the running of school events or even personal teaching would be very much dependent 
on each teacher’s own decision. It is worth noting that this perspective was also 
employed to explain teachers’ attitudes toward CPD and the implementation of 
governmental policy. 
Whether a policy was compulsory… I’d make an assessment in my mind first. If 
it’s useless, the door would be shut right away; whereas, if it’s useful, I’d learn 
as much as I could. That’s the way it is. (IJi-2-31)  
 
In addition, motive and purpose appeared to be the most influential factors for 
engaging in CPD activity. From 2003 to 2007, Jim engaged in self-study and 
published a number of journal articles about PE teaching. He admitted that his initial 
motive was to improve his reference for applying for a doctoral course; and pursuing a 
PhD was his preparation for – possibly – another career change. When he gave up the 
idea of doing a doctoral course, Jim moved to apply some of his studies to teaching, 
and presented the results to other PE teachers while being coordinator in the Advisory 
Group. In an attempt to understand Jim’s efforts in learning and working, it seemed 
that he had a deep motive to gain the respect of his colleagues:  
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For a long time, people always thought that PE teachers… PE people just had 
a ‘developed body, but an undeveloped brain’… these words were hurtful…I 
wanted to prove that I wasn’t like this! (IJi-96) 
 
This negative impression was not necessarily gained directly from his colleagues; 
instead it was perceived through his interpretation of school policies and school 
culture. Moreover, such impression may generate from his personal judgement about 
certain PE teachers he had met, or even from his father’s preconceptions about PE. 
 
 
4.4.4 Beliefs about PE and reaction to the Grade 1-9 Curriculum 
Jim’s initial values and approach about PE stemmed from his educational training in 
the military. However, they appeared to change through his interaction with students 
and colleagues, and were further influenced by the Grade 1-9 Curriculum. Besides 
attending CPD courses, Jim’s involvement in editing HPELA textbooks also enhanced 
his understanding about the current curriculum guidelines. Jim argued that ‘the 
current curriculum guidelines were interpretable and dependent on each teacher’s 
decision’ (IJi-2-93).  
 
Jim pointed out that PE could be focussed on: learning skills, experiencing different 
sports experiences, understanding the knowledge of sports, promoting physical 
activity and developing interests in sports. Accordingly, teaching approaches should 
vary where priorities were different. While the ultimate goal in HPELA was ‘to 
develop a habit of life-long exercise’ (IJi-2-33), Jim thought that the achievement of 
such a goal would be difficult to demonstrate. Whereas ‘the type of life-long exercise 
was usually individual sports such as swimming and jogging’ (IJi-2-34), teenagers’ 
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exercise habits were mostly developed through group sports and the influence of 
friendships. Thus, with a concern about students’ interests, Jim felt that, the most 
tenable position in PE teaching would be to ensure that students were ‘trying different 
sports events, but with basic skills instruction only (IJi-3-06). This was to enable 
pupils to understand and enjoy sports and thereby, hopefully, continue to engage in 
physical activity after leaving school.  
  
While Jim did change his approach to PE teaching, he seemed to be unable to give up 
completely his earlier values about PE. 
In terms of PE teaching, I couldn’t find fulfilment… I don’t feel that their 
improvement is because of me… On the other hand, I might be sort of 
proud of myself because… my PE lesson is comprehensive… is different 
from the traditional type, and, I could give students more stuff than other 
teachers could. It’s not, not… an achievement, but a feeling that… at 
least… I’m doing my job properly. (IJi-1-95) 
 
Although the curriculum change appeared to influence Jim’s emphasis in PE, the 
curriculum guidelines did not lead his teaching practice. Instead, Jim claimed that 
teachers’ concerns about an actual teaching programme usually began with: what was 
available in school and what was achievable and needed by students? This situation 
seemed to imply an inconsistency between the theoretical framework of the HPELA 
curriculum guidelines and the logic PE teachers used when planning teaching 
programmes.  
Although… the curriculum seemed to be formed through discussion 
between scholars, the public and school teachers… in fact, it’s all 
dominated by the professors. It’s all from their theory! (IJi-2-98)  
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Furthermore, in attempting to integrate PE with HE while he edited the HPELA 
textbook, Jim argued that ‘there was nothing except fitness and sports injury that 
could be connected’ (IJi-2-82) between these two specialized subjects. Similarly, in 
PE teaching, health appeared to be a concept designed to promote PE, but to not have 
much impact upon it. 
 
In an attempt to review the implementation of the Grade 1-9 Curriculum, Jim recalled 
that the publishing of the policy, ‘Integrative Teaching’ and ‘Team Teaching’, seemed 
to be opposed by not only PE teachers but also teachers of other subjects. Despite the 
oppositional voice from schools and teachers, the Government maintained their 
position and tried to convince teachers by launching more in-service training courses. 
When the policy was launched, Jim’s school decided not to follow it because it 
seemed to be so problematic in practice. Integrative Teaching seemed to be 
challenging for many teachers; and Team Teaching appeared to be nearly impossible 
for the school administrators to arrange.  
 
Two years after the initial curriculum implementation, the MOE called a review 
meeting, and made Integrative Teaching and Team Teaching optional instead of 
compulsory. Therefore, although Jim was assigned to teach some HE lessons due to a 
lack of sufficient HE teachers, PE teachers usually delivered only PE. While 
delivering the HE lessons of HPELA, Jim tended to depend on the textbook. 
It’s quite hard to prepare, because… it’s not my strength.... It’s even more 
difficult when it comes to the eighth and ninth grade… So, when there’s 
nothing more that can be delivered, I would… bring them out for PE instead. 
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(IJi-1-107) Sometimes, it [HE lesson] could also be an alternative when it’s 
raining during PE lessons. (IJi-1-108) 
 
As the teaching approach, the teaching hours and the content of PE teaching remained 
the same as before the educational reform, it could be argued that ‘there’s no change’ 
(IJi-2-82). 
 
4.4.5 Summary: the influence of personal experiences 
In short, Jim’s life history reveals: 
(1) how Jim’s father’s beliefs influenced his awareness about the status of PE and, 
presumably, his subsequent fight-for-status actions;  
(2) how military experiences influenced Jim’s beliefs and preferences about PE;  
(3) how the pressure of having a job influenced Jim’s professional development; and 
(4) how Jim’s work experience in the private school influenced his evaluation of his 
colleagues and the school culture in public schools. 
 
 
4.5 Malone’s Life History 
4.5.1 Overview of the case 
Malone is a 46 year old, male PE teacher. He graduated from the Normal University 
in 1988. After practice teaching and military service, he has since worked at a junior 
high school in Taipei City. Apart from PE teaching, Malone has also been Section 
Chief of PE and was a tutor for two terms. Malone did a postgraduate course and a 
Master’s degree in the 1990s. He then joined the Advisory Group in 2002.  
 
4.5.2 Personal background and pre-service teacher training 
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Malone was an overseas Taiwanese who was born in China and grew up in Malaysia. 
He seemed not to have been a physically active child and he reported little learning in 
school PE. Malone recalled that his PE teachers ‘barely taught anything, and 
sometimes… didn’t even show up’ (IMa-1-45).  
 
With the university entrance exam, Malone reached the standard for entry to a medical 
school in Taiwan, and his initial ambition was to be a dentist. However, Malone’s 
parents opposed his decision and refused to fund his study in medical school due to 
their concerns about his capacity to complete the study. With some level of 
disaffection and misunderstanding, Malone then applied for the PE department of the 
Normal University, which needed no funding from his parents. 
I had no idea about the department… I just thought… I wasn’t very healthy, 
so going there might train me to be fit. (IMa-1-22) Also… one reason I 
chose it was… being a PE teacher might be an easy job… just as easy as 
for my previous PE teacher. (IMa-1-45) 
 
However, studying in the PE department was not as easy as Malone had expected. In 
the first year, although Malone had no problem with academic learning, the sports 
training courses seemed to be extremely challenging. In addition, he found the 
educational system in Taiwan to be stressful. In an attempt to overcome his difficulties 
in learning, Malone often had discussions with a senior lecturer who was also from 
Malaysia. That lecturer’s approach – being patient with and caring for students – 
appeared to profoundly influence Malone.  In comparison, he found other lecturers 
who were unable to help him with skill learning. He argued that: 
I really wanted to learn, but I could hardly get anything! (IMa-1-89) 
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If I couldn’t learn anything, why would I need you [the teacher] to be there? 
(IMa-1-95) 
 
It could be argued that Malone had such frustrated feelings because he was relatively 
lacking in competence in sports. However, these learning experiences appeared to be 
extremely influential in his personal views about teaching when he came to work at a 
school. In essence, his belief seemed to be that a teacher should be held accountable 
for students’ learning. 
 
In 1988, Malone graduated from the Normal University and was assigned to a junior 
high school to do his practice teaching. At that time, being a student teacher was no 
different from being a full-time teacher. Malone then completed military service and 
returned to the same school to continue working.  
 
4.5.3 Career and professional development 
With regard to Malone’s initial PE teaching, the most challenging part was student 
management. More specifically, Malone found those students, who had been taught by 
teachers holding different approaches to him, were the most difficult to deal with. By 
building a friendly relationship with students, Malone found that his teaching 
programme ran well. He indicated that ‘if they didn’t trust or like you, it’d be hard to 
teach anything’; however, ‘if you became a friend to them, they’d do anything you 
want’ (IMa-1-69). In addition to that, Malone found his interaction with students was 
joyful; and this seemed to reinforce his enthusiasm for teaching. 
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Moreover, Malone’s dedication to teaching appeared to be guided by two types of 
teachers he had met. One type he wanted to follow, and another he wanted to avoid 
following: 
When I was a student, there were some teachers I didn’t like… When I 
became a teacher, I told myself… I could never be one of them. (IMa-1-75) 
 
Aside from PE teaching, Malone also experienced a few administration positions, 
including Section Chief of PE. The process that Malone usually used to improve his 
teaching and adapt to his additional duties was: (1) acquiring knowledge through 
in-service training courses, discussions with colleagues or asking experts; and (2) 
transferring the knowledge into actual learning after reflecting on its implementation. 
Yet, Malone argued that doing a postgraduate degree was not necessarily helpful for 
CPD unless the topic was related to education. 
I think… it’s more about this [salary]... It’d always be a noble statement 
that you’re doing CPD, but… (IMa-2-37) Take me as an example, my 
Masters degree was doing… the correlation between sleep and sports 
performance… Could I use this stuff in my school? Not really! (IMa-2-38) 
 
In 2003, Malone was assigned to be a tutor of a problematic class. While being the 
first skill-subject-based tutor, he recounted it as a challenging mission in the context 
of an ecological change in his school. Traditionally, the tutor position had always been 
taken by teachers of ‘main academic subjects’ in order to support students’ academic 
performance. Despite that, those main-subject teachers sometimes also wanted to be 
relieved of these additional duties. Yet the school administrators were afraid to make 
such a change because they were afraid of students’ academic performance falling and 
then facing parents’ criticisms.  
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However, the break with this tradition began when a tutor was sued and replaced. The 
following teacher, who took over the class, also had a tense relationship with the 
students and was not supported by the parents. Afterwards, there seemed to be no 
teacher brave enough to take on the position. Eventually, the administrator turned to 
Malone for help. While managing the class, Malone spent a long time building 
relationships with the students. Besides asking other experienced tutors, Malone’s 
sister, who was a highly regarded teacher responsible for student counselling in a 
different school, was a helpful source of relevant advice.  
 
In the meantime, Malone also struggled to find a balance between work and family 
life. Although Malone gained his wife’s support, the main reason that he could spend 
so much time looking after his students was because he and his wife had not yet had a 
child. At the end of the tutorial term, the students’ behaviour had dramatically 
improved, and Malone’s work was highly appreciated by the head teacher and parents. 
Malone’s example then became a key to setting up a new rotation of assigning tutorial 
work. This experience seemed to provide Malone with the confidence to impact on the 
academic-performance-dominated school culture when he was invited to share his 
example with others. 
No one had mastered classroom management before his or she started 
working at the school, so why the school, the parents… or ever PE teachers 
themselves, or other skill-based teachers…thought we [PE teachers] were 
less competent… we can’t do it… Why would that be? (IMa-1-80)  
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Professionalism is with the heart! Why is a skill subject considered as 
sub-subject? We just stand for different areas… Done with heart, every 
subject is a main-subject! (IMa-1-79)  
 
4.5.4 Beliefs about PE and reaction to the Grade 1-9 Curriculum 
Malone’s initial PE teaching approach was connected to his pre-service teacher 
training, but then modified according to his awareness of changes in students’ abilities.  
For him, the target of PE teaching was ‘not to train athletes, but to introduce basic 
skills and have students develop interests in sports… in order to promote the 
possibility of their lifelong exercise’ (IMa-2-27). Moreover, according to his PE 
learning experience, Malone seemed to believe that PE teaching should be able to 
enthuse every student about sport. 
If the PE lesson remains the traditional way… those students who can’t do 
sports or don’t like PE… those marginal students will always be there… 
What we should do is to bring them back. (IMa-1-72) 
 
In addition, Malone seemed to be proud that he made PE teaching interesting and 
joyful for more students. He further stated that his innovation came before the 
introduction of ‘Fun PE Teaching’. Nevertheless, due to his age and increased 
workload, Malone admitted that he might sometimes make ‘selective efforts’ during 
PE teaching. 
Nowadays…the only thing I changed was… maybe I became lazy or didn’t 
have enough energy… I’d choose some manageable classes to give them 
more (IMa-1-72) 
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Perhaps, there are often contradictions between what teachers aim to achieve and 
what students want to do; therefore, teaching seems to become a struggle or 
compromise between both. Thus, when it was difficult to negotiate with students, the 
decision about activities might lean toward the students’ desire, which was often for 
free-play.  
 
With regard to the impact of the Grade 1-9 Curriculum, Malone argued that ‘we were 
doing the same as we used to do before the implementation’ (IMa-2-25). He further 
explained that many teachers seemed to panic in the beginning because they did not 
know how the subjects were going to integrate. However, after attending a series of 
training courses, he found out that the practice of the curriculum guidelines were not 
much different from his previous teaching. Therefore, he only referred to the 
guidelines when preparing paperwork for the administration.  
 
With reference to Integrative Teaching, Malone was assigned to teach HE lessons in 
addition to PE because there was currently no HE teacher in the school. Malone 
thought teaching HE was not particularly difficult because PE teachers should have 
gained relevant theoretical learning during pre-service training. Moreover, the 
textbook company provided a number of assistant teaching materials that were easy to 
use. Perhaps, Malone’s ability to accomplish the knowledge of HE was related to his 
early ambition to go to medical school. However, Malone still found it difficult to get 
students interested in learning when teaching HE lessons for the eighth and ninth 
grade. Therefore, the HE lessons of HPELA in the higher grade would often be 
transferred into PE lessons. It could be argued that Malone’s difficulty in teaching HE 
was not because of the lack of subject knowledge, but the lack of pedagogical content 
knowledge. 
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Despite TLA being set aside for teachers’ CPD, Malone criticised the fact that the 
majority of teachers saw it as extra free time, unless compulsory events were set up. 
Whether the activities were considered useful, Malone affirmed that teachers’ 
engagement in CPD very much relied on their personal beliefs, and he felt this was 
because there was currently no effective policy to evaluate teachers’ professional 
development. 
It all relies on personal belief… I accepted missions such as action 
research and the moral education programme, because they’re the key 
educational policies of this year… I do because I believe I should be 
doing… However, everyone also has their own [different] ideas 
(IMa-2-29). 
 
 
4.5.5 Summary: the influence of personal experiences 
In brief, Malone’s life history reveals: 
(1) how Malone’s early PE learning experience subsequently influenced his evaluation 
of the status of PE; 
(2) how his encountered learning difficulties and role model teachers in the university 
influenced the construction of Malone’s teacher identity; 
(3) how family factors influenced Malone’s dedication to his work; 
(4) how Malone’s success in tutorial work reinforced his career commitment; and 
(5) how Malone’s age and involvement in additional duties influenced his efforts in 
PE teaching. 
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4.6 Sunny’s Life History 
4.6.1 Overview of the case 
Sunny is a 31 year old, female PE teacher. She graduated from a Sport College and 
accomplished her teacher education programme while studying at the Sport University. 
After she finished practice teaching, Sunny worked as a substitute PE teacher for a 
year and then found a full-time position at a junior high school in Taipei County in 
2004. Sunny joined the Advisory Group after she gained a Masters degree in 2006.  
 
4.6.2 Personal background and pre-services teacher training 
Sunny reported being a physically active girl, finding interest and fulfilment in sport 
through participation in a range of school sports clubs and local competitions. In 
addition, according to the PE lessons she had, Sunny gradually illustrated a vision of 
being a PE teacher. 
At that time, you’d feel… PE teacher was a good job… yeah… you just 
gave kids the ball, and relaxed while they were playing… In that case, I 
thought I could be a PE teacher too! But... not like them… instead… I’d be 
the kind who could give students more. (ISu-1-05) 
 
In an attempt to fulfil her ambition, she then planned to study at Sport Colleges after 
she graduated from junior high school. However, Sunny’s path toward being a PE 
teacher was not as straightforward as she had expected. Moreover, it could be argued 
that her decisions to undergo the following training were driven by a consistent 
concern about career preparation.  
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During her five years studying in the department of leisure sports, Sunny was eager to 
spend extra time acquiring coaching and referee licences and to engage in running 
community sports programmes. 
At that time, teacher education wasn’t open [at the Sport College yet]… 
and you weren’t sure if you could be a teacher… So, I’d only try to develop 
my strength by collecting licences, because it might be helpful for the future! 
(ISu-1-05)  
 
In 1999, the Sport College was promoted to the status of Sport University. Sunny 
advanced to another two-year course in the PE department, and managed to complete 
the teacher education course there. Sunny then gained her PE teacher certificate after 
she completed practice teaching in 2003. However, the journey toward a full-time 
teaching position appeared to be very competitive at that time. In the summer, Sunny 
travelled to two Counties for job interviews. Although she got top places from 
hundreds of interviewees, she still failed to secure a full-time position. Because of 
these frustrations, Sunny was confused about whether she should turn to work as a 
substitute teacher or undertake a Master’s degree in order to be more competent in job 
hunting later.  
After I discussed it with my family, I got the answer that… you could study 
anytime later, but… you don’t have many opportunities to work. It’d be 
better to have some work experiences first. (ISu-1-10)  
 
After one year working as a substitute PE teacher, Sunny faced the same situation 
again with regards to job insecurity. This time, besides studying or carrying on with 
temporary teaching, she considered a third option, which was to quit teaching and 
search for a different career. Unexpectedly, however, Sunny then gained a permanent 
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teaching position over five hundred other interviewees. She entered a junior high 
school in Taipei County in 2004 and has worked there since. 
 
Notably, Sunny’s struggle to find a teaching position represents the situation that 
many beginner teachers encounter in contemporary Taiwan.  In the early 2000s, the 
government started to cut down or limit the number of teaching positions in public 
schools because of the anticipated decline in the student population due to falling 
fertility rates. The ways in which this crisis affects teachers and teacher education 
institutes would be worth investigating in a further study. 
 
4.6.3 Career and professional development 
Sunny’s initial teaching should be counted from the first year she became a substitute 
PE teacher. As a beginner teacher who seemed to be excited to demonstrate her 
pre-service teacher training, Sunny was ‘teaching from the first minute to the last 
minute of each lesson’ (ISu-1-30). Later in the year, through her observations of 
students’ reactions and other PE teachers’ teaching approaches, Sunny started to 
reconsider the purpose of PE and gradually adapted her teaching style. However, the 
challenging part for Sunny’s first year of teaching was not the students, but the 
colleagues she found to be a disgrace to the professionalism she believed in. 
I was kind of frustrated, because… even though many PE teachers were 
dedicated to their work, teachers in other areas would still not approve our 
professionalism, because they already had a negative impression based on 
these bad examples… They think PE was just like this… anyone could deliver 
PE, because you only need to give kids the ball to play! (ISu-1-29) 
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In an attempt to overcome such an unsupportive environment, the advice from some 
of Sunny’s senior colleagues was influential: 
You shouldn’t think about changing the world… because it’ll only create 
more trouble for yourself! The only thing you can do is to… set yourself up as 
the good example, and wish… others would be moved. (ISu-1-29) 
 
When Sunny entered her current school in Taipei County, there seemed to be even 
more PE teachers with whom she found it difficult to agree in terms of teaching 
approach. However, unlike some of the other young PE colleagues who decided to 
keep a distance, Sunny chose not to cause tension with those of different ideologies 
about PE teaching. In this case, Sunny seemed to be grateful that she had been 
prepared for this situation before joining the group. 
 
Since her second year of teaching, Sunny has been involved in additional duties 
including: tutor, assistant of discipline, Section Chief of Hygiene and Section Chief of 
PE. She admitted that doing administration work was likely to affect the quality of her 
PE teaching due to lack of preparation time. In the meantime, Sunny has conducted a 
Masters degree (between 2005 and 2007). Interestingly, there were two reasons that 
motivated Sunny to undertake postgraduate study while still being very busy in her 
work. The first reason was her concern that a Masters degree might be a requirement 
for the incoming policy regarding teacher evaluation, and thereby ‘it’s better to get it 
when you are young’ (ISu-1-48). The second reason was due to a belief that a degree 
would be beneficial in relation to the governmental CPD policy, and therefore 
increase her salary. This belief was generated from a comparison between Sunny and 
her colleagues’ salary. 
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It’s happened when I was a tutor. There were two other tutors who got a 
Masters… and… I thought it’s quite unfair, because we were doing exactly 
the same work, but their pay was much higher than mine. (ISu-1-48) 
 
Additionally, with regard to the methods Sunny employed to improve her PE teaching, 
besides attending in-service training courses, she often searched for information on the 
internet. Moreover, she claimed that most PE teachers were already basically 
competent, but what they needed was updated information. However, according to 
Sunny’s experiences, the real key to teachers’ professionalism seemed to be dependent 
upon their level of enthusiasm. 
If the PE teacher has enthusiasm for teaching, any required competence 
would be consequently developed. (ISu-2-53) 
 
4.6.4 Beliefs about PE and reaction to the Grade 1-9 Curriculum 
Sunny’s pre-service teacher training and development of a teaching approach occurred 
along with the introduction of the Grade 1-9 Curriculum. Therefore, it might be 
difficult to distinguish which part of her beliefs was impacted by the new curriculum 
and which stemmed from her PETE. However, it did become clear that her main 
concern about PE matched the core targets of the curriculum guidelines, which were 
focussed on lifelong exercise. In an attempt to achieve this target, Sunny found out 
that the approach learnt from her pre-service training – the command teaching style – 
was not so appropriate because it was less likely to motivate students’ interests in 
doing sport and exercise. Rather, she wanted pupils to ‘experience the nature of 
sports …fun’ (ISu-3-29), and then develop skills afterwards. In addition, Sunny 
employed a large amount of game play in her PE teaching. Moreover, for her, a main 
achievement of PE teaching was that she included every pupil into the designed 
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activities. Nevertheless, although ‘to lead or participate the play with students’ 
(ISu-3-30) appeared to be considered as an important technique to promote students’ 
participation, it could be argued that this technique was also employed to distinguish 
her game-play from the free-play of other PE teachers whose teaching she did not 
value. 
 
With regard to teachers’ reactions to the implementation of the educational reform, 
Sunny claimed that there appeared to be little impact on PE teachers. Firstly, she 
stated that PE was a practical skill-based subject, thus there was relatively less 
pressure for change from the school authorities. Secondly, when she became a teacher 
in 2003, the school only required teachers to deliver the subject for which they were 
trained. The implementation of Integrative Teaching and Team Teaching appeared to 
only take place within student teachers’ practice. Thirdly, before Sunny was employed 
as a full time teacher, she had been self-funded to take HE courses in order to get a 
HPELA teacher certificate. However, she was surprised to find out that no PE teachers 
in her current school had the certificate, even though they were funded by the 
government to do so. This demonstrated that the policy only impacted upon those who 
‘were still preparing to become a teacher in this learning area’ (ISu-2-29) 
In terms of the use of TLA, Sunny argued that it varied from school to school. In her 
first school, it was used for holding both regular meetings and school-based in-service 
training; whereas, in her second school, it was considered as personal time unless 
extra meetings or in-service training courses were called. 
 
As Sunny stated earlier, within the current environment, the key to teachers’ 
professional development or commitment seems to rely solely on their enthusiasm. 
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Sunny’s personal commitment to participation in visits to other schools and running 
in-service training courses with the Advisory Group appeared to enhance this view. 
 
4.6.5 Summary: the influence of personal experiences 
In short, Sunny’s life history reveals: 
(1) how Sunny’s early PE learning experience influenced her career decision and later 
the development of her teacher identity;  
(2) how Sunny’s concerns about being unable to find a full-time position forced her to 
pursue extra learning activities during pre-service training; and 
(3) how Sunny, as a novice teacher, developed her teaching approach through the 
influence of pupils and colleagues. 
 
 
4.7 Woody’s Life History 
7.7.1 Overview of the case 
Woody is a 57 year old, male Director of Academic Affairs, who used to work as a PE 
teacher in his current school. After graduating from the Normal University in 1977, 
Woody has worked in two schools. Apart from PE teaching, Woody also engaged in a 
number of school administration positions, including Section Chief of PE. He was a 
member of the Advisory Group before the implementation of the Grade 1-9 
Curriculum. In recent years, Woody has stopped teaching PE due to being involved in 
higher positions within administration. 
 
4.7.2 Personal background and pre-services teacher training 
Woody grew up in an agricultural family, and he also appeared to have a good 
academic performance. Before 1968 when compulsory education was extended from 
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six to nine years, Woody needed to pass the exams to enter a junior high school. In 
addition, he also passed the exam to enter a famous senior high school in his 
hometown. At that time, these two exams were a relatively difficult barrier to 
overcome.  
 
Woody’s interest and involvement in sport began with watching adults play tennis in a 
newly built facility nearby. His head teacher happened to be a member who played 
tennis there, and he organized a student tennis team in the elementary school. Woody 
was then permitted to join on the condition that his ‘academic performance had to be 
above a certain level’ (IWo-1-08). Woody seemed to develop an interest in tennis and 
continued to play for his school team alongside his study at junior and senior high 
schools.  
 
When Woody came to the university entrance exam, he chose agricultural technology 
as his first target, which could be attributable to family influence. Meanwhile, Woody 
chose PE as a second option because he considered teaching as a good career as well. 
The result of the exam score allocated Woody to the PE department of the Normal 
University, which was the base of his pre-service teacher training. Woody recalled 
that the skill training was substantial and at quite a high level. He also remembered 
that, during a school visit arranged in his final year of study, the school teacher 
demonstrated a PE lesson by delivering gymnastics at a level which Woody could 
hardly reach. Although this teaching demonstration could have been a special case, it 
already revealed the predominant values and focus of PE teaching at that time, which 
were oriented towards sports skills and performance. Therefore, this might well 
explain why, when Woody conducted his first year teaching (practice teaching) in 
1977, he found it ‘not difficult at all, and… could even lead the others to… do sort of 
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new stuff’ (IWo-1-20). It could be that the PE teacher education provided Woody with 
the latest competent skill training at that time. After he completed practice teaching, 
Woody did his military service and then returned to the same school to carry on 
working as a PE teacher. 
 
4.7.3 Career and professional development 
Woody worked at one junior high school in Taipei City from 1977, and moved to 
another in 1998 and has worked there ever since. With the exception of his first year, 
Woody has been continuously engaged in administrative positions. Together with PE 
teaching, he has been Section Chiefs of PE, Discipline and Hygiene; and Directors of 
Student Affairs, General Affairs and Academic Affairs. Woody reported that his 
previous experience in the military was helpful for his administration work, and he 
had a large number of opportunities to practise the management theory he learnt. 
Although it seemed to be a path towards being a head teacher, Woody claimed that it 
was not a deliberate career development plan. 
It’s just an opportunity… They needed a man to do so, and I thought I might 
be capable of it, so…just took it… It’s nothing special… and actually… at 
that time… you didn’t have a choice. (IWo-1-29)  
In terms of career plan, in his early years of working, Woody intended to pursue a 
postgraduate degree and make a career change like some of his university peers who 
had ‘taught for a few years, gained a further degree, and moved on… from junior high 
school’ (IWo-1-45) to work at a university. However, Woody appeared to give up his 
preparation for this plan after he got married and had children. 
 
In an attempt to explain teachers’ CPD from the perspective of a school administrator, 
Woody claimed that, in general, the CPD policy appeared to make a postgraduate 
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degree more attractive than in-service training courses. Whereas a Masters or higher 
degree would bring an increase in teachers’ salaries, attending CPD courses could 
only advance the quality of personal teaching. However, with regard to the 
effectiveness of CPD activities, while the in-service training seemed to provide more 
direct help or information, a further degree was likely to take longer to ‘be transferred 
to teaching’ (IW-2-18). Nevertheless, Woody affirmed that real CPD only happened 
when the teacher was aware of the need for change and improvement. Since the 
current policy failed to supervise or evaluate teachers’ learning, CPD seemed to 
depend on teachers’ attitudes toward the profession; i.e. whether teaching was 
considered as ‘only a job or… a career and even a principle’ (IWo-3-40).  
 
Additionally, in order to keep the school agenda running well, Woody seemed to 
imply that cooperation was an essential professional quality of teachers. He asserted 
that: 
Teachers were mostly competent in their teaching area… however, the new 
generations… their EQ [emotion quotient]… and the way they dealt with 
interrelationship and communication were… not so adequate. (IWo-1-31) 
 
Woody argued that appropriate attitudes to CPD, teaching and teacher collaboration 
were personal values that should have been developed during pre-service teacher 
training, because it appeared they would be even less likely to be developed through 
in-service training courses. On the other hand, Woody experienced a two-day training 
course, named ‘group dynamic’ (IWo-2-53), that seemed to recharge his energy to 
work. Although such a course was not regularly held, he believed it met teachers’ 
needs in dealing with emotional issues alongside their long-term career development. 
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4.7.4 Beliefs about PE and reaction to the Grade 1-9 Curriculum 
Within Woody’s more than thirty-year teaching career, his values in PE have been 
influenced by changes in educational fashion, by society, parents, students and 
in-service training courses. More specifically, Woody indicated that the purpose of PE 
had ‘changed from… military or competitive sports in the early stage…to leisure 
sports nowadays’ (IWo-3-09). In addition to the change of teaching focus, Woody 
explained that: 
The original intention of PE was to develop students’ habits in sports… If 
they [students] were forced to practise skills and games, they might lose 
interest and stop doing it after the class…. On the other hand, if they could 
develop interests… they might remain involved in exercise afterwards. 
(IWo-1-23)  
 
Furthermore, Woody also indicated that ‘nowadays it’s [PE teaching is] not likely to 
strictly ask or compel students to undertake learning tasks’ (IWo-3-13). However, as 
Woody engaged in higher administration positions, he was assigned fewer or even no 
PE lessons to deliver. There was no evidence to show whether Woody’s belief change 
could also be successfully implemented in his PE teaching practice.  
During the implementation of the Grade 1-9 Curriculum, Woody was Director of 
Academic Affairs, and could observe the policy in a broad context. He indicated that 
teachers seemed to be quite concerned about the curriculum change in the beginning, 
though they were relieved after they understood that not many practical changes 
would actually take place. Woody explained that Integrative and Team Teaching were 
rejected by many schools at the beginning because, in junior high schools, ‘teachers’ 
training of each subject was very specialized’ (IWo-3-23). Even though there were 
courses provided for teachers to learn how to teach other subjects in their learning area, 
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teachers did not consider themselves as professional as those who had been 
specifically trained for the subject. Furthermore, since students still needed to take the 
Senior High School Entrance Exam, the administrator and parents would prefer 
teachers to only teach their specialist subject; the main concern being to maintain 
students’ academic performance. Moreover, for urban schools, where teachers for 
each subject were usually sufficient, teachers were not likely to deliver more than one 
subject anyway. Thus, PE teachers in Woody’s school taught mainly PE. Additionally, 
since the amount of PE lessons remained the same, the implementation of the new 
curriculum seemed to result in almost no change for PE teachers.  
 
Literally speaking, however, since ‘each teacher’s interpretation of the curriculum 
guidelines would refer to their background’ (IWo-3-02), this kind of autonomy has the 
potential to take PE teaching in an extreme direction. While the curriculum guidelines 
were made flexible to allow PE teachers to design more sports or activities for pupils, 
they could also become an excuse to decrease the variety of teaching activities 
because there were no sports events mandated in the HPELA guidelines. Although the 
head teacher in Woody’s current school is also a PE teacher, who is likely to promote 
PE activities, he seems to be less likely to influence PE teachers’ learning and 
teaching due to a concern for ‘respecting each teacher’s autonomy’ (IWo-1-50). 
 
With regard to teachers’ learning, Woody considered that PE teachers seemed to 
prefer practical rather than theoretical in-service courses. Along with the introduction 
of the new curriculum, there were a number of in-service training courses focusing on 
different issues such as moral, gender and information education. However, Woody 
reported that PE teachers often found them too abstract to transfer to their practice and 
gradually lost interest in attending these types of courses. 
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4.7.5 Summary: the influence of personal experiences 
In short, Woody’s life history reveals: 
(1) how changes in Woody’s family life influenced his plans for career and 
professional development; 
(2) how Woody’s involvement in administrative work influenced his engagement in 
PE teaching; and 
(3) how Woody’s experience of being an administrator influenced his evaluation of, 
and perspective on, teachers’ professionalism.  
 
 
4.8 Yang’s Life History 
4.8.1 Overview of the case 
Yang is a 37 year old, male PE teacher. He graduated from the PE department of a 
comprehensive university and conducted a teacher education programme in the same 
institute. After he completed military service in 1998, Yang did practice teaching and 
then gained a position at the same school. Yang has years of experience in developing 
the use of information technology (IT) in PE teaching, and also sharing his 
innovations with the Advisory Group and many other educational organizations.  
 
4.8.2 Personal background and pre-services teacher training 
Yang was a child with delayed language development, and spent an extra year in the 
first grade of primary school. Thus, he was always the oldest pupil in the classroom, 
and often took on leadership roles over his classmates. Because Yang’s body matured 
early compared to his classmates, he received an invitation to participate in the 
handball team by his PE teacher. However, Yang ultimately did not have the 
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opportunity to engage in any sports teams due to his parents’ opposition. They argued 
that it would disturb his academic learning. 
 
In 1986, when Yang went to junior high school, his parents arranged for his to enter 
an academic-gifted-class, which was a collection of higher-academic-performance 
pupils in the school. Although Yang was supposed to be like his older brothers, he 
seemed unable to find fulfilment in academic learning. Rather, Yang was quite ‘upset, 
because… I had no holidays, not even New Year break… but always studied at 
school!’ (IYa-1-11) Additionally, he appeared to use his intelligence in different ways, 
focussing on technology and business. He was certainly innovative; as a high school 
student he figured out a way to earn a bonus by ordering lunch boxes for his 
classmates. These two interests – technology and business – appeared to connect with 
Yang’s later professional development in PE. 
 
As a pupil, Yang did not have access to regular PE lessons because he was placed in 
the academic-focused class. However, in the final year of high school, Yang realized 
that he was unlikely to advance to university unless he chose to study PE. In an 
attempt to follow the path of some senior students who had similar academic 
performance to him but went to the Normal University and became PE teachers, Yang 
decided to prepare for and study in the PE department. 
 
When he entered university, Yang was advised that ‘you must develop a strength’ 
(IYa-1-13). He then joined the swimming team, and managed to catch up with the 
training eventually. In the first summer, Yang gained the Life Guard Licence and 
started to work enthusiastically at swimming pools. In the second year, he was 
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promoted to become the president of the Life Guard Club, which appeared to be a 
turning point in his development. 
In this position, I learnt to write proposals… develop communication 
skills… contact and negotiate with business persons and associations… to 
ask for resources and funding. (IYa-1-15) 
 
In the following years, he continued to extend his business of life guarding and 
swimming coaching. Meanwhile, Yang invested his money in a video device and used 
it to give motor-feedback while coaching swimming. For Yang, this was a method to 
attract customers. Notably, he also developed a belief that ‘sports must use 
advertisement and marketing to attract people’s eyes’ (IYa-1-17). It seemed that the 
more he learnt, the more his part-time jobs extended. In the later period of his 
university study, Yang reports that other students described him as a ‘commercial 
student’ who always ‘carried a mobile, BB call… wore shorts and slippers [for 
preparing to be on duty anytime]… brought lap top and mobile printer… in order to 
respond to new cases immediately’ (IYa-1-21).  
 
While dedicated to his part-time business, Yang admitted that, apart from swimming, 
his sports training was not as substantial as his classmates. However, he claimed that 
his final achievement was better than many of them, because he was able to offer 
work opportunities to others. Thus, he believed that undergraduates in the PE 
department should learn more things than ‘pure PE’, because ‘you’re eventually going 
to work for the society’ (IYa-1-24). 
 
After he completed the teacher education programme in the fifth year, Yang did his 
military service, and then conducted practice teaching in a junior high school in Taipei 
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City. Because of his previous experience in running social sports, Yang was not afraid 
to challenge students or argue with other senior teachers. Furthermore, Yang was 
highly appreciated due to his exceptional competence in managing computers for 
administration offices and coaching the swimming team. He then gained a full-time 
position in the same school. 
 
4.8.3 Career and professional development 
In the early years of working at school, Yang engaged in PE teaching, coaching and 
assisting with PE administration. Meanwhile, following up his previous interest, Yang 
started to expand the use of IT from swimming coaching to PE teaching. By 
presenting his work in the Action Research Competition, which was a policy relating 
to the Grade 1-9 Curriculum, Yang won several awards from the MOE. In 2002, he 
started to conduct a part-time Masters degree, and joined the Advisory Group in the 
next year. While demonstrating his approach to others, he received feedback and then 
amended it to be more complete and convincing. In recent years, Yang has even been 
promoted to demonstrate his examples abroad, and has gained funding to conduct 
projects across schools. Nevertheless, it could be that Yang was supported because (1) 
he worked in the capital city, (2) his study was attractive to administrators, and (3) his 
project happened to match the Government’s focus on developing the IT industry 
since the early 2000s.  
I’m very lucky, because there were always important persons who gave me 
ideas… led me… supported me… My achievement seemed to build on their 
encouragement. And… these encouragements also forced me to continually 
learn and develop. (IYa-1-30) 
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On the other hand, the direction of Yang’s development should be understood through 
his belief and ability built since university. Firstly, one of the motives for Yang 
developing IT for PE seems to be because he was relatively inexperienced in sports 
training. Thus, using IT was an approach to support his need to provide demonstration 
and feedback on motor learning in his PE teaching. Secondly, following his previous 
experience in marketing swimming, Yang seemed to believe that school PE should 
also be promoted. 
If you don’t know how to sell PE… to make the parents and tutors approve 
of its values… or to make your teaching attractive to the pupils…the results 
won’t be good, even though… you [as a PE teacher] have got a very high 
achievement in sports. (IYa-1-27) 
 
Importantly, Yang’s dedication in developing IT in PE teaching could be understood 
through the fulfilment and professionalism in which he believed. First of all, since 
Yang was rewarded and appreciated by administrators, he became more confident in 
introducing his approach. He claimed that one of his fulfilments was: ‘to spread my 
ideas… and see others practising them’ (IYa-2-71). This appeared to be rooted in a 
feeling of influencing others. Secondly, his dedication was also driven by the 
professionalism he defined. Beside teaching and attending CPD courses, there were 
three other sources of Yang’s learning: (1) working in the Advisory Group, (2) 
involvement with social organizations, and (3) work experience on a cross-subject IT 
project. The comparison between different work sites seemed to encourage Yang to 
consider PE from different angles. 
I once received criticism such as ‘were you a PE person? Why didn’t you 
stand for PE people?’ But, I really think… only when I can review PE from 
the perspective of a non-PE person, I can sell PE to others… (IYa-1-30) 
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Statistically speaking, the number of classes [student population] is 
declining each year… If we cannot demonstrate our professionalism, PE is 
likely to be sacrificed [meaning PE lessons could be delivered by teachers 
of other subjects] (IYa-3-52, 56) 
 
As for Yang, the vital competence that PE teachers needed was teaching ability rather 
than skill performance. He believed IT was an effective way to promote pupils’ 
learning in PE. In terms of Yang’s disagreements with some of his colleagues, it 
seemed that his enthusiasm for the IT project was the main reason that caused tension 
between them. 
I was quite tough… stubborn… and put lots of pressure on them… The 
more information I knew, the more things I’d do, the busier I would be… 
and so were my colleagues… I once wanted to commit suicide, because… 
the work was so demanding, and … I was attacked by my colleague… My 
girlfriend also wanted to break up with me, because… it was too much 
pressure to be with me… You know… my achievement was a result of 
implementing advice gained from many seniors; it’s the values that I 
admired. However, I unexpectedly brought pressure on people around me… 
(IYa-1-35) 
 
After that difficult period, Yang seemed to adjust his working style. Interestingly, he 
claimed that ‘I want to stop CPD’ (IYa-2-27) because ‘the more I learn, the more 
distance I find between me and my colleagues’ (IYa-2-05). It should be noted that to 
Yang, CPD is a mixture of both learning and doing. Whether his action was led by 
personal ambition or administrators’ irresistible expectations, the reason that Yang 
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kept extending his IT project appeared to be because the positive dynamics in his life 
were still stronger than the negative. 
 
4.8.4 Beliefs about PE and reaction to the Grade 1-9 Curriculum 
Yang’s initial PE teaching was command style, which appeared to connect with his 
learning experience in the university and the Life Guard Club. Since he received 
awards, Yang was invited to cooperatively conduct several research projects. In order 
to extend the use of IT in PE teaching, Yang has tried to integrate IT with different 
approaches, such as ‘Fun PE teaching, Sports Education and TGfU’. Afterwards, this 
experience seemed to influence his attitude in terms of teaching skills. 
I used to be very strict… for example… pupils did not like volleyball 
because it feels painful when you first play. I used to compel them to learn 
and expect them to like it afterwards. But, now I’d use something like 
TGFU to have them play first, and… to teach later. (IYa-3-11) 
 
Additionally, the ultimate goal of Yang’s PE teaching was ‘adapting to the society’, 
which meant he would ‘consider if the stuff delivered would be useful for students 
after they graduate’ (IYa-3-11). For example, Yang wished to add moral education 
and sports knowledge to his PE teaching, particularly through the use of IT. It was 
expected that pupils could continue to employ IT for self-learning when they left 
school/graduated. However, although Yang claimed to add different elements to his 
PE teaching, it should be noted that the learning material of his so-called 
‘E-generation PE lesson’ seemed to primarily focus on the analysis of pupils’ skills 
and performance.  
 
 209 
With regard to the impact of the Grade 1-9 Curriculum, Yang argued that he agreed 
with the idea of the curriculum guidelines, but rarely used them after the initial period 
of implementation. What led the design of his PE teaching was his expectation of 
pupils’ learning. 
I didn’t use it because it’s too inconvenient… Whatever you did, you needed 
to refer to the guidelines. However, after a while, I discovered… you could 
always find an indication from the guidelines to refer to, whatever you do… 
so… you don’t really need to be concerned about it…. Moreover, no one 
would really examine your programme, so… (IYa-3-07)  
 
In addition, Yang’s reaction to the curriculum reform seemed to be associated with the 
development of his IT project. Since his approach was considered as an innovation in 
PE teaching, Yang was assigned to deliver a number of in-service training courses 
each year. However, the extending of his project seemed to affect his PE teaching 
practice. Yang once admitted that his PE teaching was extreme in two ways. On the 
one hand, his PE teaching programme was rewarded as outstanding. Yang also used a 
speaker while instructing, which he considered as a demonstration of professionalism 
(because of being confident of his teaching content). On the other hand, he sometimes 
did not show up during all or part of the lesson due to an urgent need to deal with 
administration work in relation to the IT projects. 
[I did that] when I finished what should be taught and pupils started to 
practice freely… It’s illegal [to be absent from a lesson], but… I was 
demanded to complete it with insufficient time, so… (IYa-3-20)  
 
4.8.5 Summary: the influence of personal experiences 
In short, Yang’s life history revels: 
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(1) how family expectations influenced Yang’s engagement with sports in his early 
education;  
(2) how Yang’s involvement in sports marketing and in a cross-subject research 
project influenced his belief about how PE could be promoted;  
(3) how Yang’s personal interest in IT influenced his PE teaching; and 
(4) how Yang’s approach influenced his work and relationships with colleagues, and 
how these experiences, in turn, influenced his attitude towards reform.  
 
 
 
4.9 Conclusion of This Chapter 
While these life histories – to some extent – respond to the three research questions, 
the following chapters presenting cross-case themes (Chapter Five, Six, Seven and 
Eight) address the three research questions in a more specific way. However, the life 
histories presented in this chapter provide essential evidence that can not only 
underpin the construction but also facilitate readers’ understanding of the cross-case 
findings. Particularly, links summarised at the end of each life history can be used to 
support the developed framework presented in Chapter Eight. Although several key 
experiences and their influences are identified, it is anticipated that readers may 
generate different interpretations based on their own life experiences.  
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Chapter Five: Career Development and Commitment 
 
 
5.1 Introduction 
This and the following three chapters present findings and discussion from the 
cross-case analysis. Cross-case factors were extracted to illustrate some of the broader 
issues that arose when the cases were considered together. Four main themes were 
developed through the data analysis and presented in a sequence to best address the 
research questions in this study. The first theme, ‘career development and 
commitment’, was constructed in order to explain how PE teachers worked in their 
schools. This provides background knowledge for understanding the second theme – 
‘continuing professional development’. These two themes respond to the first research 
question: ‘How and why Taiwanese PE teachers engage in professional learning 
throughout their lives and careers?’ The third theme, ‘Ideas about PE teaching and 
reaction to the Grade 1-9 Curriculum’, refers to the second research question – ‘What 
is the impact upon PE teachers’ learning of the introduction of a new curriculum and 
policy?’ Finally, the theme ‘Professionalism and its impact upon teachers’ practice’ 
was introduced last in order to comprehend the dynamics of PE teachers’ careers and 
professional development, and to address the last research question – ‘How can PE 
teachers be supported to learn/change/develop?’ 
 
This chapter is fundamentally about how PE teachers engage in their work and – as a 
consequence – professional learning. In one sense, their commitment could be 
considered to be the result of a series of decisions influenced by personal beliefs, 
fulfilment and frustration. Although fulfilment and frustration could certainly 
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reinforce or diminish teachers’ commitment to work and learning, personal beliefs 
appear to be more influential for their practice. These beliefs, which are identified as 
the root of their professionalism, are ideas about what is valued and what an 
individual should be doing while working as a PE teacher. As demonstrated earlier in 
the life history section, the teachers’ notions of professionalism in this study are 
usually connected to their personal educational background, work and life experiences. 
Professionalism that is related to PE teachers’ careers and professional development is 
discussed in a later section. This section presents the contextual factors that promoted 
and restricted PE teachers’ career development and commitment. 
 
 
5.2 Students as a Major Source of Fulfilment and Frustration 
Looking across the cases, it becames clear that most of the teachers found fulfilment 
when students achieved what was expected, whereas they were likely to experience 
frustration when their expectations were in conflict with student achievement. In 
addition, pupils could also have their own expectations developed by perceiving 
parents’ or previous PE teachers’ beliefs, and could use them to negotiate with their 
current PE teacher. Thus, this finding seemed to imply that, when PE teachers 
negotiated with their pupils about how a PE lesson should operate, they may also 
indirectly be negotiating with the notions that pupils had received from someone 
outside of their classroom. 
 
Like teachers in previous studies, most PE teachers in this study cared for and valued 
pupils’ learning and participation in PE, though they did not all hold the same 
expectations for pupils (Schempp, 1993; Pissanos & Allison, 1996; Dowling Næss, 
1996; Armour & Jones, 1998; Dowling, 2011). In terms of fulfilment, Fiona, Hank, 
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Malone, Sunny and Yang liked to see pupils enjoying teaching tasks, participating in 
physical activities, and being able to apply the skills taught. In addition, Cherrie 
enjoyed seeing pupils moving, though, like Malone, she found more satisfaction in 
attempting to contribute to pupils’ moral education. Within the interaction between 
teacher and pupil, fulfilment seemed to be rooted in feelings that the teachers’ efforts 
were appreciated by the students, and, as teachers, they could be helpful and 
influential in pupils’ development. Additionally, although Woody was able to find 
fulfilment in pupils’ performance in his early teaching years, he gradually shifted his 
focus as he became engaged in administrative positions.  
 
Jim, however, could not find this form of ‘fulfilment’ from students when teaching PE. 
On the contrary, because his expectations for PE had been developed in the military, 
he experienced great disappointment due to pupils’ reactions when he first came to 
work as a PE teacher. Unsurprisingly perhaps, and like a teacher in an earlier study, 
the notion that “there was little he could do to get them to achieve his standards” 
(Templin et al., 1991, p.151), was the source of Jim’s frustration. Pissanos and Allison 
(1996) reported that “the failure to see ‘an impact of their teaching’ can be 
‘destroying’ to teachers” and is likely to result in so-called “stagnant teachers” (p. 6). 
Nevertheless, unlike the case study teacher Danny, who chose to disengage from 
teaching in his later career (Templin et al., 1991), Jim, as a young teacher, learnt to 
adjust his standards in order to sustain his teaching career. Similarly, Cherrie and 
Malone, who had more years of teaching experience, had learnt to face and deal with 
problems when encountering unexpected student reactions throughout their teaching 
career. Apparently, in these cases, learning to adjust to perceived differences in 
students, as well as to social change, was essential for sustaining teachers’ career 
commitment. 
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Additionally, another type of indirect ideological conflict about PE teaching was 
found between the case study teachers and their colleagues and, again, pupils’ 
feedback was the medium. For instance, Fiona was ‘afraid to take over someone else’s 
students’ (IFi-1-34) because she found it difficult to alter their PE learning habits. 
Hank felt concerned when he wanted to teach something but the pupils complained 
‘the other class [on the same pitch] had already played almost the whole lesson [just 
set us free]’ (IHa-1-45). Cherrie, Jim, Malone, Sunny and Yang had encountered 
similar problems. Although this situation could challenge PE teachers’ commitment, 
Fiona said ‘there’s nothing I can do about how others deliver PE’ (IFi-1-34). This 
appears to be an issue relating to the micro politics of teaching (Bechtel & O’Sullivan, 
2006), which is illustrated further in the next section.   
 
 
5.3 Relationship with Colleagues: Lack of Professional Communication in 
Teaching 
Working independently, rather than cooperatively or with professional support, 
appeared to be a common situation for all participants. Cherrie did not manage to find 
colleagues to share her enthusiasm for teaching, and rarely asked for assistance. 
Furthermore, Hank even decided to isolate himself from his PE colleagues. Yang was 
not afraid to show disagreement with his colleagues, though Sunny, along with some 
teachers in this and other studies (e.g. Hargreaves 1995), preferred to avoid conflict 
with colleagues. In responding to disagreement between a teacher and colleagues, 
almost all teachers – including Yang – have learnt to work independently and to focus 
on the targets they value. As Hank said, ‘doing work is always easier than dealing 
with people’ (IHa-1-45). Thus, while the school members in the case study schools 
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rarely changed jobs, working independently was perhaps a ‘self-protection approach’ 
(ICh-1-57) to avoid disagreements and to pursue personal values simultaneously.  
However, from Woody’s viewpoint as an administrator, the situation of teacher 
isolation was not uncommon among teachers of all subjects. From the perspective of 
organizational socialization theory, such a reserved atmosphere is likely to be 
reproduced by individuals who have learnt to adapt to it (Smylie, 1995). 
 
In considering these issues further, it could be argued that ‘fostering a form of 
professional isolation in order to avoid comparison or conflict’ can be understood as 
learning “the ropes” (Smylie, 1995, p. 101) that resulted from three other 
interconnected factors: (1) the diverse foci of PE teaching, (2) the lack of 
accountability in school policy and (3) the self-esteem of teachers. In one sense, 
different preferences did lead to some conflicts among individuals. On the one hand, it 
was not difficult to find evidence illustrating the ways in which these PE teachers, 
along with their colleagues, had different foci in PE and thereby chose to work 
independently to maintain such differences (more details about these teachers’ ideas 
about PE are provided in a later chapter). On the other hand, the enjoyment of teacher 
autonomy also reinforced their persistence in pursuing their own beliefs (more details 
about the conditions formed by school policy are outlined later in Section 5.6). The 
above two factors, then, interacted with teachers’ self-esteem and produced two 
problematic notions: (1) a certain level of what might be characterised as arrogance 
about the value of their personal decisions in teaching and (2) a commonly shared idea 
that a teacher should have all the required competences once pre-service training was 
completed. 
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Arrogance is a strong term, yet it does seem to reflect the evidence. Most of the 
participants were proud of their own practices, especially Yang, who pursued the 
development of IT for PE and became increasingly distant from his colleagues. 
Malone was also critical of the fact that ‘there was no collaboration in my school, 
because everyone thought that his way was better… so, why would he collaborate with 
others?’ (IMa-3-81). Although such arrogance tended to lead these teachers to 
working independently, it could also be argued that teacher isolation in turn reinforced 
the development of such an attitude. Secondly, behind the reserved school atmosphere, 
there was another notion that undermined the teachers’ professional communication. 
In general, it was not surprising to find that those who did not enjoy a close 
relationship with their PE colleagues failed to have much professional communication 
in their working sites. However, it should be noted that Fiona, who reported working 
in a very friendly PE group, rarely discussed PE teaching with her colleagues. Even in 
Fiona’s early career phase – like Cherrie, Sunny and Woody – she hardly consulted 
her colleagues about PE teaching, although she felt she could consult on tutorial or 
administrative issues. Cherrie explained: ‘it’s perhaps we were all professionals. If 
you didn’t ask [anything about teaching], I wouldn’t share it with you! Because… I 
don’t know if you need it’ (ICh-1-35).  Hank also reported that, whereas he was not 
afraid to seek advice from others in his early teaching years, he became less likely to 
do this over time (particularly since he completed his PETE). It might be argued, 
therefore, that these teachers reflect what Hargreaves (2006) categorized as the 
learning viewpoint of “the pre-professional age”. In this scenario, “once they [teachers] 
had served their brief apprenticeship, experienced teachers saw no more of their 
colleagues… received no feedback on their practice, and changed and improved 
mainly by trial and error, in their own isolated classes” (p. 676). This led to reduced 
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professional communication and, as a result, decreased opportunities for continuing 
professional learning. 
 
In considering the professional isolation of these PE teachers, it could be argued that 
the conflicts between teachers’ diverse beliefs were fundamental issues. However, 
Jim’s story – i.e. previously he had designed school-based curriculum with colleagues 
in his early teaching years but had turned to work independently more recently – 
suggested a further factor in teachers’ isolation: there appeared to be school policies 
that encouraged professional isolation, and school cultures that distracted or 
discouraged teachers’ focus away from the specifics of PE teaching. 
 
 
5.4 PE Teachers’ Status in the Academic-learning-dominated School Culture 
PE teachers’ perceptions about their status were likely to influence their commitment 
to PE teaching (Templin et al., 1991; Sparkes & Templin, 1992; Armour & Jones, 
1998; O’Sullivan, 2006; Ha et al, 2008). In general, these teachers had experienced 
marginal or low status in the academic-learning-dominated school culture. Rather than 
gaining their perceptions directly from expressions of other staff, the participants’ 
ideas about their status were usually developed through interpreting the school setting 
or the expectations of others for PE. For instance, assigning PE lessons to 
non-specialist PE teachers appeared to imply that ‘for a long time, the PE lesson was 
considered as… just giving pupils the ball to play’ (IFi-2-15). Moreover, ‘the pressure 
of the Higher School Entrance Exam’ (IWo-1-49) and many parents’ opposition to 
their children’s involvement in extra PE programmes seemed to indicate that PE was 
less important than so-called main subjects (academic subjects). Furthermore, the 
incident (illustrated in Section 4.5.3) where Malone struggled to become a tutor was 
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interpreted as a preconception that a PE teacher was not as capable of educating pupils 
as a teacher of a main subject. 
 
In addition, even before they entered the profession, each participant in this study had 
developed an understanding of the status of PE through family and personal 
educational experiences. For example, when Hank intended to join a rugby team, he 
received an idea that a pupil with good academic performance was not encouraged to 
do so. When Yang was in high school, many of his PE lessons were replaced by 
academic subjects and he was told to mainly focus on academic learning. In addition, 
Malone and Sunny learnt from negative examples – i.e. PE teaching was perceived as 
‘easy’ – by observing their high school PE teachers. Furthermore, the reason that 
Jim’s father rejected Jim’s ambition to study in a PE department at university (because 
being a PE teacher was not considered to be a proper job) is illustrative of a difficult 
but common social discourse that many PE teachers may have encountered. These 
were vivid life incidents for the participants. 
 
Although the above situation has been changing slowly over the years, outsiders who 
carry the same preconceptions may still use them to challenge PE teachers’ 
commitment. However, it is interesting to note that despite living and working in an 
environment with some disheartening discourses, these participants chose to stay and 
to persist in their beliefs (O’Sullivan, 2006). As illustrated in previous literature, PE 
teachers who feel they are devalued may turn to a search for additional values of PE – 
i.e. health, fitness, moral (Armour & Jones, 1998) or Yang’s ITPE, or to search for an 
alternative source of fulfilment in additional duties or personal lives (Templin et al., 
1991; Sparkes & Templin, 1992; Schempp, 1993; O’Sullivan, 2006). While these PE 
teachers worked harder to “prove themselves” (Armour & Jones, 1998, p.93), their 
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stories suggest that not all of their fight-for-status actions were undertaken through 
their PE teaching.  
 
5.5 Involvement in Additional Duties: an Alternative Way to Gain Respect? 
The life history data demonstrated that to concurrently undertake duties additional to 
teaching PE was very common among these participants. Additional duties at school 
could be coaching, tutoring, teaching, a research project assigned by administrators, or 
a range of administrative positions. Moreover, different schools appeared to have their 
own ‘hidden’ rules for the assignment of additional duties. Whilst it was a rare 
opportunity for Malone to be given the opportunity to be a tutor, Fiona was assigned 
to be a tutor in her first year of teaching (incidents illustrated in Section 4.2.3 and 
4.5.3). Whereas there was a potential pattern for a ‘one-year break after three years of 
undertaking additional duty’ in Fiona and Malone’s school, Woody was continually 
involved in administration from his second year of teaching. Therefore, involvement 
in additional duties appears to connect to (1) personal decisions and (2) human 
resources and the tradition of the school. Cherrie, however, indicated that ‘in general, 
it’s difficult to find people who were willing to do administrative work… Usually, PE 
people were the group chosen to be forced to take it. That explained why so many 
Head Teachers in Taipei City were from PE’ (ICh-3-29). Although Woody, as a 
senior administrator was experienced enough to be eligible for the training for a Head 
Teacher’s position, he argued it was not in his personal career plan. Similar to Cherrie, 
Fiona, Hank and Sunny, Woody just obeyed his employer’s orders, even though it was 
indicated in the Teachers’ Act (1995, Article 17) that teachers could refuse to take on 
any additional duties that were irrelevant to teaching. 
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Another aspect that could explain a PE teacher’s involvement in additional duties was 
to gain satisfaction or fulfil a personal ambition. Engaging in additional duties for 
Cherrie was a way of learning new things. For Jim, who claimed to have found no 
satisfaction from the progression of pupils’ skill performance while teaching PE, 
fulfilment was sought by implementing innovative teaching approaches and engaging 
in additional duties. Yang also received great support and encouragement from his 
managers when developing IT for PE. More interestingly, Malone found great 
personal fulfilment in tutoring. He spent enormous energy on it and even confessed to 
making ‘selective effort’ when teaching PE as a result. The analysis of Malone’s 
example reminded me of a viewpoint offered by the Head Teacher during my first 
year of teaching: ‘a PE teacher should better take an administrative route as he ages… 
it’s more promising’. I came out with two questions and discussed them with some of 
my participants in private visits: (1) ‘Was administration a more respected position 
than just being a PE teacher?’ (2) ‘Was it possible that some PE teachers turned to 
administration or coaching in order to have better career prograssion?’ Like many 
others, Fiona disagreed that there was a hierarchy at schools, because everyone could 
engage in administration as long as they wanted. She asserted: ‘everyone was equal’ 
(Fi-20090311). With respect to the development of teachers’ careers, Cherrie 
responded: ‘Yes, it’s possible. But it really depends on if he or she can have fun or 
find fulfilment in it’ (Fi-20090316). Unavoidably, concurrently conducting additional 
duties, as Hank and Sunny argued, had a negative impact on the quality of PE 
teaching due to less preparation time.  
 
It could be argued that a dual career development – PE teaching and additional 
duties – might have distracted the teachers’ focus away from teaching towards 
something that they and their approved community of practice considered more 
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meaningful or valuable. However, the development of these participants’ commitment 
is a complex interaction between their perceived professional identity 
(professionalism) and their work environment. This relationship is discussed in a later 
chapter. 
 
5.6 Policies: Lack of Evaluation Brings Unlimited Autonomy 
In Taiwan, ‘education as a moral enterprise’ is a well-known motto meaning that 
teachers’ work is noble requiring great attention towards pupils. However, all 
participants in this study suggested that, nowadays, school policies make education or 
educational reform an enterprise that only relies on each individual’s moral stance.  
 
As reviewed in Chapter Two (Section 2.1.6), reward structures in Taiwan could not 
fully reflect teachers’ day-to-day effort, because they mainly focus on basic 
requirements such as teachers’ attendance at school or records of outstanding 
performance approved by the MOE (Teachers’ Act, 1995, Article 14). These PE 
teachers’ narratives suggested that there had been no effective assessment of teachers’ 
commitment and teaching performance at school. Apart from the official requirements, 
an alternative influence that could impact upon teachers’ practice seemed to be 
parents’ concerns about pupils’ learning. In the current educational system, however, 
PE teachers were less likely to feel such pressure because PE was not a subject 
included in the Higher School Entrance Exam. Thus, PE teaching seems to have 
become a self-contained activity negotiated only between a PE teacher and his or her 
pupils. Furthermore, after the implementation of the new Grade 1-9 Curriculum, PE 
teachers seemed to gain the flexibility to teach whatever they wanted. In criticising the 
impact of administrative policies upon teachers’ commitment to their work, 
particularly those associated with educational reform, Malone claimed that ‘those who 
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had been devoted still were, those who hadn’t been still weren’t!’ (IMa-1-116) 
Paradoxically, although teacher autonomy has the potential to stimulate innovations, it 
can also allow teachers to retain old pedagogies due to lack of corresponding support 
or supervision (Hargreaves, 2006). 
 
Furthermore, it is worth bearing in mind that an educational system that provides 
autonomy but no proper supervision might negatively affect teachers’ commitment to 
both teaching and additional duties. For example, the data suggested that there could 
be negative feelings when dedicated teachers met those they considered a ‘disgrace to 
PE’ (Iha-1-45). In terms of engagement in additional duties, as Cherrie, Hank, Malone, 
Sunny and Yang all experienced, this can produce dissatisfaction due to unequally 
shared workloads. Therefore, all participants agreed that there should be an evaluation 
system in order to promote or ensure teachers’ commitment. According to Jim’s 
experience, an absence of strict or effective policies and accountability structures was 
less likely to move so-called ‘stakeholders’ (IHa-1-45) who took the easy option of 
pursuing routine work but gained the same pay as those who were dedicated.  
 
Nevertheless, in pointing towards a need for teacher evaluation, all participants 
expressed different levels of concern about: ‘who should/could do the evaluation, and 
how?’ According to the Taiwanese culture, Fiona and Malone suspected that 
evaluation by colleagues or administrators would encounter more resistance because 
teachers at school were reserved and not used to criticising their colleagues. After 
attending a training course about the experimental policy of self-assessment profiles, 
Hank argued that this policy would be difficult to manage and might distract teachers’ 
energy from teaching, whereas Malone, Woody and Sunny were more optimistic 
about such evaluation, noting that self-assessment might help teachers to reflect on 
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their work and learning. Notably, Cherrie, as well as Jim, asserted that if evaluation 
did not link to a teacher merit system or reward structure and resulted in obvious 
threats or bribes, ‘it’s not likely to have an impact on those who don’t take the job 
seriously, but to put more work on those who have always been dedicated’ (ICh-2-34). 
Such arguments seem to be important when considering drawing up future policies for 
teacher learning and accountability.  
 
 
5.7 Conclusion and Discussion: the Impact of a Stable/Unstable Career  
In this chapter, several key contextual factors and their influences on these PE 
teachers’ career development and commitment have been explored and discussed in 
the context of the literature. Although the influence of each factor – i.e. students, 
colleagues, school culture, working environment and policy – could be assessed 
separately, it is also important to understand the relationship between these factors. 
For example, the students, with whom the teachers interacted, provided not only 
feedback on teachers’ practice but also information about and links to the world 
outside of the classroom. Colleagues created an atmosphere or school culture that 
influenced teachers’ commitment, though they were all linked to the 
school/governmental policies and broader social context. In studying the dynamics of 
teachers’ career development, Fessler (1995) indicates it should be understood 
through their responses “to environmental influences from both the personal and 
organizational dimensions” (p. 187). This multi-layered understanding is embodied in 
the life history sections and data of this chapter. Specifically, this chapter has focused 
on the studied context and its influence upon these Taiwanese PE teachers. 
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In viewing the whole chapter, there are more issues that require further attention. 
Firstly, evidence revealed that teachers’ career development in Taiwan has been 
relatively stable in that these teachers, along with their colleagues, continued working 
as teachers and remained at the same school once a full-time position was found. 
Although there are some constraints on teaching the subject, as PE teachers have 
reported in wider literature (Armour & Jones, 1998; O’Sullivan, 2006), these 
participants chose to stay and persist in their beliefs. However, it is important to 
remember that being a school teacher is a lifelong position for both the participants 
and for those they considered not dedicated. While there was no direct evidence about 
why so-called ‘not-dedicated-PE-teachers’ chose to remain in the profession, these 
participants’ frustrations and other evidence suggest that those teachers’ 
disengagement might be a result of feeling undervalued (Templin et al., 1991; Sparkes 
& Templin, 1992), a failure to keep up with changes in the job requirements (Kirk & 
Wall, 2010), or working in an unsupportive and constricted environment where the 
teacher could hardly fulfil his or her expectations (O’Sullivan, 2006). Notably, 
whether the teachers encountered difficulties like the above or not, they all tended to 
stick to their positions. This may be explained simply in that it has been school policy 
to make teaching too valuable a position to quit. However, a more serious concern was 
whether teachers who have disengaged their hearts from teaching (but still stayed in 
their position) cause any potential harm to pupils’ learning. As Hargreaves (1995: p. 
18) put it; would their persistence “become burned out or embittered” and then “do 
little good for students or themselves”? 
 
It is important to note that, while pursuing a stable career, as was illustrated earlier in 
this chapter, the teachers tended to maintain friendly and stable relationships with 
their colleagues rather than risk disruption of the status quo by initiating ideological 
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conflicts that might be “a necessary part of the change and improvement process” 
(Hargreaves, 1995, p. 19). In other words, they preferred not to rock the boat. 
However, a reserved atmosphere was likely to cause teachers’ isolation, which was 
not helpful for the development of either the individual teacher or the organization as 
a whole.  
 
On the other hand, it was also found that in some respects these teachers exhibited 
unstable career development. It was unstable because they were often engaged 
simultaneously in additional duties or took on administrative positions on top of their 
teaching. Few of these additional duties contributed to their prospects of promotion; 
instead, such involvement was mostly driven by their personal beliefs or interests. An 
argument was made earlier that such dual-track career development could be 
attributable to their potential concerns about the status issue. Whereas these teachers’ 
efforts to excel in PE teaching were difficult for outsiders to understand, their 
contributions to tutoring, coaching, organising ‘sports days’ and performing 
administrative duties appeared to be more easily appreciated. With respect to teachers’ 
commitment, however, Day (2006) has indicated that a range of factors – both 
personal and contextual – can be influential; and teachers’ “enthusiasm for the job” (p. 
63) appeared to be the most obvious one. In analysing the teachers’ commitment to 
either PE teaching or additional duties, it seemed to illustrate a common belief, as 
expressed by Cherrie in a private discussion, that ‘capability, as well as responsibility, 
invites laboriousness’. Thus, despite feeling frustrated or unfairly treated due to lack 
of interest from others in their development and accountability, and to an unequally 
shared workload, most of the participants still chose to persist in what they believed 
was worth doing (O’Sullivan, 2006). However, this study had insufficient observation 
to draw any firm conclusions about whether their fight-for-status efforts became an 
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obsession that did little good for either pupils or themselves. In attempting to 
investigate such complexity, Hargreaves (1995) suggests that further research should 
start from the aspects of teachers’ moral purpose, political awareness and emotional 
involvement.  
 
Moreover, as has been noted throughout this thesis, it must be remembered that these 
findings apply only to a specific group of case study teachers, and it should not be 
assumed that all PE teachers show the same degree of resilience. In addition, 
compared with other subjects that seem to also face marginalisation, conducting 
teaching in an environment in which one could watch and be watched by others 
appears to be a unique condition of PE.  
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Chapter Six: Continuing Professional Development 
 
 
6.1 Introduction 
All the participants clearly pointed out that the purpose of CPD was/should be to 
advance teaching and, as a consequence, pupils’ learning. However, teacher learning 
was also driven by the needs of the work in which they were involved. A number of 
authors suggest that teachers may engage in professional learning activities for 
different reasons. Their professional development could be utilized to advance 
knowledge and skills for pupils’ learning (Guskey, 2000; Hargreaves, 2006) or for 
different career ambitions (Craft, 1996). In one sense, any changes in teachers’ work 
require professional learning (Knight, 2002), and thereby teachers’ career and 
professional development tend to be interconnected. Thus, the teachers’ involvement 
in additional duties made professional learning more complex in terms of its meaning, 
sources and approach.  
 
As their careers progressed, and similar to other teachers, these teachers’ professional 
identities also evolved (Forde et al., 2006; Keay, 2006b; Dowling, 2011). They did not 
only learn to cope with work assigned but also to become what they wanted to be – a 
competent administrator, a respectable and helpful tutor, or, more complex perhaps, a 
‘good’ (PE) teacher. Again, it became clear that such developed identities strongly 
influenced the learning foci of these teachers as well as their judgements about which 
CPD activities were useful, relevant and effective. Notably, such relationships echo 
Wenger’s (2009) theory that, on the one hand, individual learning is a matter of 
engaging in and contributing to the participating communities of practice; on the other 
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hand, participation in such community “shapes not only what we do, but also who we 
are and how we interpret what we do” (p. 211). Therefore, in attempting to understand 
teachers’ professional development more completely, it is necessary to also 
investigate what these teachers needed to do and who they wanted to be. (Data on the 
former can be found in Chapter Five, and the latter in Chapter Eight).  
 
Remembering the above mentioned complexity of teacher learning, in order to present 
findings in a way that also addresses the third research question (teachers’ CPD that 
benefits pupils’ learning), this chapter mainly demonstrates the teachers’ learning 
relating to PE teaching. Based on the fact that all participants agreed (1) CPD should 
be relevant to PE teaching and (2) pursuing CPD was essential for the establishment 
of teachers’ professionalism, the following sections explore: why and how did they 
engage in CPD activities? How well did the current CPD policies and systems serve 
their learning? And, what might be the features of more effective PE CPD activities? 
 
 
6.2 Why PE CPD? Learning for Self, Pupils and Some Others’ Expectations 
The main reasons these teachers gave for engaging in PE CPD were to: (1) adapt to 
changes in pupils’ ability and character; (2) update the development of issues and 
knowledge of PE; and (3) prepare for the implementation of incoming/ongoing 
curriculum and educational changes. For instance, Cherrie encountered frustration 
when she discovered what she described as changes to pupils’ attitudes approximately 
ten years into teaching. She asserted ‘teachers were more likely to experience 
frustration… if they couldn’t catch up to the social change’ (ICh-3-30). Similar to 
Fiona, Woody pointed out ‘one’s teaching would be less attractive to the current 
pupils, if he or she couldn’t keep changing or updating’ (IWo-3-61). Furthermore, all 
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of the participants supported the idea that teachers should pursue PE CPD in order to 
be responsible for upholding the rights and interests of pupils’ learning, which is in 
keeping with the view of Pissanos and Allison (1996), Armour and Yelling(2004a, 
2004b) and Armour (2010). Additionally, as is demonstrated in the next chapter, the 
health concept which came along with the new Curriculum appeared to be a 
“sequential development” (Keay, 2006b, p. 375) or a new “assigned identity” (Kirk & 
Wall, 2010, p. 639) that forced teachers to keep learning.  
 
Despite holding similar attitudes towards PE CPD, however, the learning needs of 
these teachers seemed to be diverse. The interview and observation data revealed that 
PE CPD for these teachers did not necessarily mean advancing sports skills or 
knowledge, but focussed on PE pedagogy. Their needs in CPD were connected to 
their educational backgrounds (what they had already learnt) and ideas about PE 
(personal beliefs about what PE lessons should be like, what to deliver in PE, and how 
to do it). One observed incident appeared to clearly demonstrate the diversity of PE 
teachers’ needs and interests. In August 2008, immediately after the collection of 
fieldwork data, I invited all participants and sponsored their attendance at the 
International PE Teaching Symposium in Taipei (details see Section 3.9.2). However, 
only Fiona, Jim and Yang managed to attend. Interestingly, they provided different 
feedback on the same symposium, which I had imagined would be appreciated as 
practical and relevant to their PE teaching. Fiona showed great appreciation of this 
symposium, particularly the practical lessons such as: rope skipping and faustball. She 
believed ‘the learning of new sports events could provide PE teachers with ideas to 
adjust the traditional sports in PE, and make them more interesting and accessible to 
pupils’ (Fi-100113-Fi). On the other hand, Jim did not value the symposium in the 
same way. He argued that some of the practical courses were not convenient due to 
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lack of equipment or facilities in his school; and he already knew (but had not 
necessarily tried) some of the new pedagogies, such as ‘sport education’. However, 
Jim did enjoy a session where I was the interpreter at a lecture introducing ‘PE in 
Austria’, and he commented ‘it’s nice to know how other countries run PE’ 
(Fi-080822-Ji). Within the same lecture, Yang was eager to know ‘whether other 
countries also have developed IT for PE’ (Fi-080822-Ya) Yet, Yang showed no 
interest in any other theoretical or practical courses and left quietly before the end of 
the symposium so he could continue to work on his own ITPE project.  
 
The above statements revealed the diversity of these teachers’ needs and interests in 
PE CPD. Before further illustrating their learning preferences, the next section 
considers: how these PE teachers tended to learn, and how their choice of learning 
approach was shaped by the school and social context (policy).  
 
 
6.3 Methods for Pursuing PE CPD: Formal vs. Informal  
As indicated in the literature, PE teachers’ learning includes a range of formal and 
informal methods and sources (Pissanos & Allison, 1996; Armour & Yelling, 2007). 
Despite being somewhat critical of in-service training courses, the PE teachers in this 
study considered both formal and informal learning as necessary, because they served 
different learning needs. 
 
With respect to informal learning, firstly, the most direct way for these PE teachers to 
master PE teaching was by accumulating practical experience – trial and error. This 
type of learning matched what Smylie (1995) summarized as incidental learning, 
which involved a problem- solving process and learning about successes and mistakes 
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from everyday life. In addition, one of the key capacities in such learning was 
personal creativity that brought “new courses of action” (ibid, p. 100). Thus, it was not 
surprising to discover that the teachers identified personal learning sources such as: 
ideas acquired from books, TV programmes or self-imagination based on their own 
learning experiences. In addition to such learning, students’ feedback was the main 
source for checking on the teachers’ delivery. Secondly, in terms of collaborative 
types of learning activities which have been widely promoted (Knight, 2002; Klingner, 
2004; Armour & Duncombe, 2004; Armour & Yelling, 2004a, 2004b, 2007; 
Hargreaves, 2006; Keay, 2006a), discussing with and asking advice from colleagues 
was reported as a direct and effective learning approach, but this source was only used 
when the teachers were dealing with administrative agenda or running school 
activities. In the context of PE teaching, there was very little evidence that this 
approach to learning reached what Armour and Yelling (2007) would term as 
“high-quality learning for either teachers or pupils” (p. 195). As illustrated in the last 
chapter, the problematic notions that permeated the work site were based on a lack of 
professional communication and these were barriers to such learning. Interestingly, 
the third type of informal learning was that these teachers sometimes learnt from 
colleagues when taking a glance at others’ PE teaching on the playground – whether 
this was a positive or negative example of practice. In linking this process to learning 
theories, it might be argued that the observation of colleagues’ practice provided not 
only ideas for new courses of actions, but also performance models – as suggested by 
social learning theory – that may enhance the observer’s outcome expectation in 
trying different practice (Smylie, 1995). Additionally, compared with other school 
subjects that usually take place in ‘closed’ classrooms, this was probably a unique 
learning opportunity for PE. 
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With regard to formal types of learning activity, attending in-service training courses 
was the most frequently mentioned; and teachers’ experiences suggested this was 
commonly offered whenever the Taiwanese government launched a new educational 
policy or curriculum. Similar to that revealed by international literature (Craft, 1996; 
Knight, 2002; Armour & Yelling, 2004a, 2004b, 2007; Bechtel & O’Sulivan, 2006), 
those courses were often found to be ineffective or outright useless, failing to meet 
teachers’ needs and commonly categorized as too theoretical to be understood or 
implemented (these PE teachers’ attitudes towards such theoretical CPD courses are 
presented in the following section). However, as reviewed in the literature, although 
official CPD provision was frequently criticized as irrelevant and unhelpful, 
exceptions were also found. For Fiona, the teaching symposium regularly held in 
Taipei was an example of a good and useful in-service training course for her (as 
defined by teachers in Armour & Yelling’s study, 2007); for Hank, theories acquired 
in his postgraduate study helped his teaching to be “theoretically sound” (Pissanos & 
Allison, 1996, p. 7). When judging the usefulness and uselessness of official CPD 
courses, the above two exceptional examples (along with some others provided by 
Cherrie, Malone, Sunny and Yang) seems to indicate that there are more profound 
principles behind the form of learning activity. This notion is explored in later sections 
regarding teachers’ learning preferences and learning applications. 
 
In addition, an important problematic notion was found to underpin the operation of 
official professional development courses. For Cherrie, Yang and some Head 
Teachers in the Advisory Group in Taipei City, they shared the idea that the priority of 
professional development courses was to introduce ideas – whether theoretical or 
practical – to stimulate change in teachers’ beliefs. It was because ‘only when you can 
change your idea, your teaching could adjust or change’ (ICh-2-10). Despite being 
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aware of the difficulty in changing teachers’ beliefs, Fiona, Hank and Sunny still 
believed the delivery of in-service training courses could be meaningful and necessary, 
and they also tried to improve the provision by arranging more practical courses. 
Furthermore, their shared attitude in organising in-service training courses was 
perhaps best presented by Hank: ‘maybe not everyone would appreciate what we 
introduced, but if we stop doing it, the impact will be zero! Even though you’ve just 
impacted a small group of teachers, they might gradually start to change… and 
influence others. Then, you’ll be able to see some real impact’ (IHa-1-48). 
Nevertheless, when linking their notion about ‘teacher change’ to Guskey’s (2002) 
teacher change theory, these teachers’ persistence seemed to become a bitter 
dedication, because it appears to be unlikely that teachers’ fundamental beliefs would 
change following the provision of short-term and one-off courses. Essentially, this 
situation suggests that CPD providers could usefully take one step back to reflect on 
their own assumptions about teacher change in order to design more influential CPD 
programmes. Additionally, although Woody and Malone both mentioned that 
follow-up courses could provide more impact, they were not fully aware of the 
research on mechanisms of teacher change, nor could they change the way the 
Advisory Group provided training courses since the structure were fixed. Such a 
situation appears to support Armour and Yelling’s (2004b) call for radical change in 
CPD structure. 
 
In investigating another commonly accessed CPD method – postgraduate study, 
similar to the teachers in O’Sullivan’s (2006) study, teachers in this study also 
considered it as general training or a formal qualification rather than being of direct 
help to their practice. The evidence was that Fiona, Jim, Malone and Sunny’s 
postgraduate studies were not specifically related to education or PE pedagogy. For 
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Cherrie and Woody, one of their reasons for pursuing further education was in 
preparing for career change. Presumably, the reason that Yang’s postgraduate study 
strongly connected to his development of ITPE could be interpreted as a desire to 
achieve certain career ambitions. It appeared that only Hank’s postgraduate study had 
directly impacted upon his PE CPD as well as upon pupils’ learning. Notably, 
although the tendency to gain a postgraduate degree might be attributable to personal 
interests, it was suspected that governmental policy was a more important factor. The 
influence of CPD policy is discussed in the next section.  
 
 
6.4 Policies: to Encourage Pursuit of a Higher Degree rather than CPD 
‘Without motives or encouragement, teachers’ professional development was not 
likely to continue’ (IJi-2-77). Apart from the personal motives of each participant, 
CPD policy was the most influential factor in teachers’ professional development. It 
was interesting to find out that every participant had conducted postgraduate study 
relating to sports in general, but not necessarily relating to PE pedagogy. Perhaps, 
except for their personal interests, their investment in postgraduate courses irrelevant 
to PE teaching was due to a fact that the provision was limited (O’Sullivan, 2006) 
while these teachers had a strong desire to pursue a higher degree. As Malone argued, 
‘to get a Masters Degree could be a way to professional development, but… it’s not 
really [laugh]…well, it’s more about this [salary]’ (IMa-2-37). Cherrie, Fiona, Jim 
and Woody also admitted that the increasing salary accompanying a postgraduate 
degree was the main incentive for their engagement in postgraduate study. Despite 
being encouraged by the policy, Woody found out that, in general, ‘pursuing a 
postgraduate degree may provide only transitional rather than direct help to teachers’ 
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teaching’ (IWo-2-18). Malone further argued that ‘unless you’ve got something in 
relation to… pedagogy, it’s not going to be useful [for teaching] (IMa-2-37). 
 
Compared with postgraduate degrees, continually attending in-service training courses 
provided more opportunities for teachers to update information related to PE teaching. 
However, CPD policies in Taiwan seemed neither supportive nor compelling enough 
for teachers’ engagement. Before the national curriculum reform, the in-service 
training courses were usually short-term, one-off and off-school-site, which many 
authors consider to be ineffective (Knight, 2002; Armour & Yelling, 2004a, 2004b, 
2007, Bechtel & O’Sullivan, 2006). Remarkably, in conjunction with the curriculum 
reform, the Government launched innovative policies, such as cascade learning, TLA, 
school-based in-service training courses and Requirement of CPD Hours (details 
refers to Section 2.1.5 – CPD Policies launched along with the curriculum reform), to 
facilitate teachers’ engagement in professional development. It could be argued that 
such policies were driven by an attempt to increase teachers’ participation in 
in-service training courses. Whereas one of the key purposes of the above policies was 
to overcome barriers to teachers’ participation in CPD such as time and location, 
examples from the participants’ life histories suggested that the CPD was incomplete 
and not particularly effective. For example, while the TLA was offered to facilitate 
teachers’ professional communication or attendance at CPD courses, it appeared to be 
interpreted/implemented differently by each local government. For example, whereas 
the TLA in Taipei City was half-day, it was found to be a two-hour period in Taipei 
County, which might be insufficient for teachers to attend off-site courses. Fiona, 
Hank and Sunny indicated that PE teachers in Taipei County were less likely to attend 
courses provided during TLA, because they incurred extra teacher replacement costs 
when the courses involved travelling a long distance. In addition, although each 
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school should have arranged school-based in-service training courses that specifically 
addressed teachers’ learning needs, the content of such courses was usually found to 
be too general or reduced to meetings between colleagues with no clear focus. Such a 
situation led all case teachers to indicate that the Requirement of CPD Hours was too 
easy a regulation to achieve.  
 
Furthermore, another problem was that the new policy failed to motivate teachers to 
pursue in-service training courses. Woody considered that ‘one reason was that, 
although there is a requirement about CPD hours, there seems to be no harm if you 
fail to complete… Another reason is… there is no “substantial benefit” for attending 
training courses, except promoting your own teaching’ (IWo-2-18). Moreover, the 
reserved atmosphere and teachers’ relatively stable careers (as discussed in Chapter 
Five) also seemed to undermine teachers’ engagement in CPD. For example, Yang 
once was sneered at for being ‘so studious!’ about his enthusiasm for attending 
in-service training courses. He claimed that ‘without an evaluation policy, it [the 
atmosphere] feels like… only a fool would undertake such efforts’ (IYa-3-16). As for 
Jim, who used to work at a private school which consistently stressed the necessity of 
teacher evaluation, he argued that it was because teachers at public schools were too 
‘well-protected’ (IJi-1-77), so that they lost their motivation to learn or change.  
 
In conclusion, although the government’s new CPD policy tried to reduce barriers 
commonly cited in the literature, it appeared unable to motivate teachers due to a 
failure to address two important issues: supervision of teachers’ practice and the 
establishment of a supportive atmosphere for learning. In these circumstances, under 
the current policy in Taiwan, teachers’ participation in CDP seems to rely mostly on 
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an individual’s moral decisions and professionalism – which are further discussed in a 
later chapter. 
 
 
6.5 Preference for CPD Courses: Theoretical vs. Practical 
As the teachers indicated, in-service training courses were the most frequently used 
method of official CPD. It was then worthwhile to further explore the case teachers’ 
view about such learning activity. Theoretically speaking, a useful training course 
should meet teachers’ learning needs. While Section 6.2 already demonstrated how 
diverse the PE teachers’ learning needs were, there was also a clear tendency that they 
preferred practical to theoretical CPD courses. This finding echoes the literature 
regarding PE teachers’ learning preferences (Schempp, 1993; Dowling Næss, 2001; 
Armour & Yelling, 2004b; Armour & Duncombe, 2004; O’Sullivan, 2006). 
 
In attempting to further explore teachers’ consensus, it was found that so-called 
‘practical’ courses referred to both the learning content and learning style of the 
professional development provision. In terms of the learning content, according to the 
teachers, CPD should: (1) be relevant to PE or providing the latest pedagogies, (2) be 
connected to the issues or problems the teachers encountered, (3) be close to the 
context and situation in which they worked, and (4) provide practical examples for 
their understanding and transition to practice. With respect to the form of delivery, it 
seemed that both skills and academic courses would be valued if the CPD provider 
successfully (5) allowed time for, and engaged participants in, questioning and 
discussion, and (6) led the participants to put what was learnt into practice. In addition 
to the above conditions, Armour and Yelling (2004b) reported that a good course 
leader, who understands teachers’ real work and can stimulate their critical thinking, is 
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also important for the provision of effective PE CPD. In short, these teachers wanted 
the provision to be connected to their context and, as Bechtel and O’Sullivan (2006) 
have suggested, for it to be able to “engage teachers in meaningful ways that can help 
them shift their thinking and their practice to ensure better quality physical education 
teaching” (p. 378).  
 
On the other hand, the courses that the teachers disliked were often described as ‘too 
theoretical’, where they found the content to be abstract, disconnected from the 
context, and difficult to put into practice. Notably, such negative impressions seemed 
largely to refer to the new courses organized in conjunction with the implementation 
of the Grade 1-9 Curriculum and new educational policies. Hank, Sunny, Jim, Malone 
and Fiona all argued that the initial introduction of the curriculum guidelines was 
confusing, and ‘difficult to understand how to use it on pupils’ (IFi-3-54). While 
Fiona reported that the Advisory Group in Taipei County increased the number of 
practical courses, Woody acknowledged that the provision of practical courses was 
insufficient in Taipei City. In addition, Jim criticised the in-service training courses in 
Taipei City for being too theory-orientated, because, in general, they seemed to imply 
that the development of theoretical knowledge was the most important part of the 
professional development. However, he further argued that, ‘how knowledgeable you 
were did not necessary mean how well you could teach’ (IJi-1-73). Despite having 
encountered difficulties in theory application, Cherrie and Hank still believed it was a 
part of PE teachers’ professional responsibility to transfer what was learnt into their 
own pedagogy. 
 
Additionally, Jim provided another possibility for explaining the gap between 
in-service training course and the teachers’ daily practice. He argued that such gap 
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existed ‘perhaps because the providers were professors who knew plenty of theories 
but were disconnected to the reality [of teaching]… for example, moral education in 
PE… How could I know what to do if they couldn’t give us even one example?’ 
(IJi-1-57) Notably, Jim’s and some other case teachers’ preconceived notion about 
what a university lecturer usually represented could also be found in the international 
literature (Schempp, 1993; Dowling Næss, 2001). However, similar to Hank’s 
argument, Jim agreed it was also difficult to find school teachers capable of delivering 
training courses effectively. 
 
In trying to map CPD courses that met PE teachers’ needs, the findings in this section 
have suggested that provision should be practical in terms of its content and delivery. 
However, when facing PE teachers’ demands for practical courses that were “ready to 
use” (Armour & Yelling, 2004b, p. 81) or ‘could be used immediately’ (ISu-2-65), 
learning theory reviewed earlier (in Section 2.2.2) suggested that such expectations 
about application of learning were questionable (Hager & Hodkinson, 2009). This 
then raises further concerns about: how practical can a CPD course be in order to meet 
individuals’ needs or preferences; and between teachers and CPD providers, who 
should be responsible for the ‘transition’ of knowledge? Before answering these two 
questions, the next section illustrates the processes associated with teachers’ 
professional learning and the application of it in this study. 
 
 
6.6 Process between Learning and its Application: to Know, Try and Improve 
after Reflection 
As demonstrated before, case teachers in this study learnt to adapt/improve their work 
using a range of sources and methods. However, whether in teaching or doing 
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additional duties, the application of new learning appeared to be a relatively long-term 
process that involved both cognitive and practical steps, rather than finding new 
knowledge that could be of immediate use. For example, Cherrie got to know how to 
perform additional duties by doing them, and then improved her skill by ‘thinking how 
to make it better’ (ICh-1-28). She also learnt new pedagogies from CPD courses and 
even enhanced them after putting them into practice. Fiona liked to draw ideas from 
practical courses, and would then adopt those ideas by ‘gradually trying them out on 
each class of students’ (IFa-2-34). Hank acquired inspiration from the examples seen 
during CPD courses or innovations ‘based on his sports training experience’ 
(IHa-2-19), and then tried them out, took notes of the experiment, and began another 
cycle of innovation. Jim created and accumulated a number of teaching plans to 
overcome the lack of facilities when he worked at his first school. The innovations he 
tried were derived from observation of his colleagues and ‘TV programmes’ (IJi-1-42). 
Malone got his ideas from CPD courses, self-study and discussions with colleagues. 
He also received appropriate advice about tutoring from his sister, and those ideas 
then became his ‘own knowledge’ after ‘trying out’ (IMa-2-37). Sunny adjusted her 
teaching due to observation of her students and ‘colleagues’ (ISu-1-30), and then 
discovered her own principles by trying to reach a balance between being strict and 
lenient. Woody developed his professionalism by trying what he learnt in practice. He 
asserted that the key to CPD was the ‘ability and attitude to reflect’ (IWo-1-34). Yang 
learnt communication skills and project management by trying advice given by 
seniors or experts, and then mastering them by ‘consistently practising’ (IYa-1-15).  
 
In attempting to further understand how the teachers applied their learning to teaching 
practice, several steps were summarised as follows: (1) discovering new problems or 
acquiring new ideas; (2) evaluating new problems of ideas through their personal 
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experience or professional knowledge; (3) producing a practical or less problematic 
plan for new practice/action; (4) trying out the plan and observing the results; (5) 
reviewing/reflecting/evaluating the resulting change; (6) adjusting the plan for the 
next trial and (7) producing a mature course of action after being satisfied with the 
cycle of adjustment, practice and reflection. Although the above steps were 
formulated on the basis of the participants’ experiences, they did not necessarily take 
all of these steps each time, or follow them in the above sequence. The ordering of the 
above steps simply serves to demonstrate what steps may have been taken during 
learning. More important is the finding that these steps were identified in the 
application of both practical examples and theoretical ideas in learning. For example, 
when Fiona observed demonstrations of new PE pedagogy and wished to add some of 
these elements to her teaching, or when Malone encountered problems in tutoring and 
received particular theoretical advice from his sister, they both worked to develop a 
series of modifications in the learning process in order to apply what they learnt to the 
specific context. More specifically, as Hager and Hodkinson (2009) indicate, the 
transfer of learning could be described as an on-going process of re-contextualisation.  
 
Hence, in critically analysing PE teachers’ demands for learning ‘things that could be 
used immediately’ (ISu-2-65), the above evidence implies that application of learning 
was not necessarily direct. Instead of ready-to-use courses that demanded little or no 
effort from the learners, it seems that practice learning materials/activities simply had 
to be close enough to the teachers’ working environment to enable them to use their 
ability and experience to re-contextualise what they learnt and to apply the above to 
their situation. This is an important point to take into consideration when evaluating 
PE teachers’ comments about their strong preference for practical courses. Bearing the 
above idea in mind, the attitude of some teachers I observed during the fieldwork, and 
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even earlier when I worked as a PE teacher, could be identified as problematic in 
which they considered themselves as passive learners and always asked for practical 
examples and or detailed prescriptions about what to do (MacPhail, 2007). Whilst 
CPD providers can change to offer learning programmes that are closely aligned with 
teachers’ working context, no in-service training courses can be applicable if teachers 
do not recognized themselves as active learners. 
 
6.7 Conclusion and Discussion: Possibilities for more Effective CPD 
This chapter has illustrated the professional learning of these case study PE teachers 
from several angles, including addressing questions such as: ‘why did they learn? how 
did they learn? how did the CPD policy and provision serve their professional 
development? and how did they prefer to learn and put what was learnt into practice?’ 
Although the teachers’ professional learning included two main aspects – teaching and 
additional duties, findings in this chapter mainly focused on learning activities relating 
to PE teaching.  
 
In summary, the purposes of the PE teachers’ professional learning were: to adapt to 
perceived changes in pupils’ learning attitude and physical ability over time; to realise 
personal expectations for teaching; and, very often, to carry out the missions as 
presented in school policy and curriculum. In so doing, the teachers employed a range 
of formal and informal learning sources and activities. However, while the policy 
makers’ expectations were mostly delivered to teachers through in-service training 
courses, such formal provision – that was often criticized as too theoretical – was also 
found to be the least effective way to influence teachers’ pedagogy.  
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Importantly, the impact of official provision in this study was undermined by two 
problematic situations. The first problem, as Guskey (2002) has argued, was the 
assumption that the priority of in-service training courses was to change teachers’ 
ideas and beliefs. Whereas Guskey points out that there must be a certain degree of 
change at the level of beliefs before any attempt to modify practice (in this case, the 
Advisory Group’s assumption was reasonable), he asserts that real change in teachers’ 
beliefs only occurs after they see positive evidence of the value of the proposed 
change in practice. As a result, CPD provision is even less likely to impact on 
teachers’ beliefs if there is no follow-up and it is context-disconnected. However, as 
illustrated earlier, the initial implementation of the Grade 1-9 Curriculum tried to 
change teachers’ pedagogies by simply offering packs of new curriculum theories. 
This approach appeared to imply, as Cherrie believed, that teachers should be 
responsible for the implementation of theories. Yet, as was also illustrated earlier in 
Section 6.5, the difficulty PE teachers encountered in putting theory into practice was 
likely to reduce their interest in learning theories, as well as to produce a negative 
image of those providers attempting to deliver them. Regarding this, Jim offered the 
following strong criticism:  
‘professors in Taiwan were very arrogant… it’s not possible for them to 
serve teachers’ needs. They just did whatever they liked, whether teachers 
could use it or not’ (IJi-2-100).  
 
An increasing numbers of researchers have reported a similar theory-practice gap and 
have started to invest more time and resources to designing CPD programmes that are 
more likely to promote PE teachers’ development (Patton & Griffin, 2008; Harris et al, 
2011; Ha & Sum, 2011). However, the teachers’ stories in this study suggested that, 
under the current school culture and policy structure, they – as coordinators – could 
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not do much except make the topics of in-service training courses more practical. This 
finding seems to lend further support to Armour and Yelling’s (2004b) call for radical 
change to the model of professional development provision. 
 
The second problem was teachers’ misunderstanding/unawareness about the process 
of the application of learning. As reviewed in the teacher learning literature (Section 
2.2.2), and illustrated earlier in Section 6.6, learning application of both theoretical 
and practical provisions required teachers to make the effort to transfer or, as Hager 
and Hodkinson (2009) termed it, to re-contextualise what was learnt to their own work. 
Any practical courses can only be close to an individual PE teacher’s working 
environment but not entirely ready-to-use. In addition, it was suspected that because 
these PE teachers’ encountered difficulties in transferring theories, their preference for 
practical content/example/activities was reinforced (Schempp, 1993; Dowling Næss; 
2001; Armour & Duncombe, 2004; Armour & Yelling, 2004b; O’Sullivan, 2006); and 
resulted in a disconnected relationship between school teachers and theories. This gap 
was evident in this research when CPD providers failed to engage the teachers in 
meaningful learning; i.e. to teach such theories in ways that teachers would 
accept/understand. As Armour and Yelling (2007) pointed out, “the traditional 
relationship between teachers and CPD provision needs to be altered” (p. 193). 
However, the findings of this research suggest that bridging the theory-practice gap 
requires the efforts of both sides. Whereas the providers needed to change the way 
they delivered CPD courses, the gaps would never be bridged if PE teachers’ 
continued to view themselves “as passive consumers rather than active agents of their 
own development” (Armour & Yelling, 2004a, p. 107). Moreover, it might be argued 
that a desire for practical or ‘ready-to-use’ materials can be a barrier to a PE teacher’s 
readiness to engage in theoretical learning.  
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It has been suggested that the development of effective CPD should start with 
assessing the reality of teachers’ lives and opportunities for professional development 
(Armour & Yelling, 2004b). In so doing, the findings of this study revealed that some 
problematic notions and situations related to professional learning need to be 
addressed urgently. However, to solve these problems is not an easy task, since it 
requires fundamental changes in the policy structure, in CPD provision and, more 
importantly, in some taken-for-granted notions held by different parties in the process. 
In search for some immediate improvement of professional development provision, it 
appeared that the teachers themselves already knew what they wanted. From their 
perspective, presumably, to offer useful provision was to come to a point where the 
providers and teachers could collaborate, and theory and practice were 
well-coordinated, so that the teachers could be engaged in, what Bechtel and 
O’Sullivan (2006) considered, meaningful learning. To put this idea into practice, 
during an in-service training course, the PE teachers needed to not only ‘receive 
something’, but also to have ‘some opportunity to try it out’ (IMa-2-48). The course 
leaders were expected to provide ‘example(s) or demonstration of practice’ (IYa-2-64) 
that were easy to understand and preferably ‘theory-based or approved’ (ISu-2-68). A 
more productive way of learning was to arrange some time for teachers to ‘produce 
something’ (IFi-2-39) of what was learnt, though this should be conducted with ‘the 
course leaders’ help’ (IFi-2-39). In addition, some discussion time with the course 
leader or others would be useful to clarify the teachers’ questions and doubts. 
Moreover, CPD courses would be more effective if they were part of a series or 
included ‘follow-up courses’ (IWo-2-28).  
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The above section has explored ‘how to learn effectively’ from teachers’ perspectives; 
however, ‘what content teachers should be learning’ was another complex issue that 
required further consideration. It has been argued that the mission of CPD providers 
should not be limited to addressing policy change; rather, it should be considered from 
different angels, such as: the advocated values of PE academics and professional 
associations (Kery & Lloyd, 2009), reviews of the development of teachers’ 
professionalism (Hargreaves, 2006; Dowling, 2011) and accountability (Armour, 
2010). These content aspects are partly addressed in later chapters.
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Chapter Seven: Ideas about PE and 
Reactions to the Grade 1-9 Curriculum 
 
 
7.1 Introduction 
As demonstrated in the life history section, the teachers’ ideas about PE started with 
their pre-service teacher training and then gradually developed through learning what 
was relevant in each lived context (Keay, 2006b). Each of the teachers in this research 
struggled, to a greater or lesser degree, to identify the core values of PE from what 
they learnt (through experiences in elite youth sport, school physical education and as 
a student teacher), to what they experienced (from students’ and colleagues’ feedback), 
and what they were told to do (from theories acquired by CPD, new curriculum and 
policies). In addition, certain values or ideas were sometimes emphasized or extended 
due to the involvement of additional duties. For example, Cherrie and Malone’s 
concerns about morals in PE could be traced to their experiences as tutors. Yang’s 
focus on the application of IT in PE lessons was connected to the development of his 
personal interest. Indeed, most cases showed that teachers’ beliefs were quite personal, 
and were based on their knowledge about the working environment and their decisions 
about what was better for their pupils.  
 
During the interviews, when asked about the value of PE (i.e. what PE should be like 
from their perspective and why), almost all of teachers smiled first and then expressed 
their thoughts. These smiles seemed to convey something similar to Sunny’s response: 
‘you know! PE is… PE!’ – a simple answer that signified great complexity. From their 
responses and actions, PE could be summed up as the lesson providing skill learning 
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and physical activities with an educational purpose. Nevertheless, this ‘purpose’ had 
been interpreted by each of them in slightly different ways.  
 
 
7.2 Ideas and Concerns about PE Teaching: to Promote Life-long Physical 
Activity 
Despite having been through a curriculum reform, skill learning tasks and games have 
always been the basic components of PE in Taiwan, as elsewhere. Yet, it was found in 
most of the participants’ life histories that their teaching approach shifted from 
command-style instructions and drills, to providing physical activity and games with 
greater emphasis on fun elements and opportunities for decision making. Cherrie 
claimed that this change was made in order to respond to the changes in pupils’ 
attitudes and abilities. Furthermore, Malone pointed out that ‘we were not training 
athletes’ (IMa-2-27). It was agreed by all of the participants that to over-emphasise 
skill/performance could potentially frustrate many pupils. Notably, although such 
intention echoed the call for ‘more student-centred learning’ in the curriculum 
guidelines (MOE, 2003a), very little evidence suggested that such development was 
due to the implementation of current education reform. Instead, teaching experience, 
engagement in professional learning and teachers’ own interpretations of one of the 
stated ultimate goals – to promote life-long physical activity – were more prominent 
influences. In order to develop pupils’ interests in sports, it was suggested that PE 
teachers should try to avoid that pupils experienced frustrations during PE lessons. In 
putting the above ideas into practice, PE teachers did not need to ensure pupils 
mastered every skill, but instead provided ‘a variety of sports’ learning experiences’ 
(IFi-3-09). This was to cultivate basic competence in sports and, presumably, to 
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assure the ultimate goal of the young people engaging in lifelong exercise in the 
future.  
 
Nevertheless, in considering the long-term effectiveness of PE teaching, which 
obviously could not be measured in the present, Jim recalled wondering: ‘should PE 
be giving them everything [skills], or aiming to have them play as much as they like? 
[to develop interest in sports]’ (IJi-3-03) Given that sports skills and performance 
were a major personal strength of these PE teachers, they could hardly neglect the 
importance and value of skill learning. Hank claimed, during the learning process, ‘the 
development of their [pupils’] attitude toward active learning and participation was 
more important than the acquisition of skills’ (IHa-3-06), though he also noted that 
teaching sports skills and movements were indispensible elements of his PE lessons. 
Clearly, there was a balance between skill learning and developing interests that 
needed careful handling.  
 
For these PE teachers, it was clear that their concerns about lifelong PE were not only 
about whether or not sports skills were central. Three more dilemmas were taken into 
consideration in teaching PE lessons. As illustrated in Malone’s story, the first 
dilemma was: how could expectations between teachers and students be mediated? As 
was also found in Cherrie, Fiona and Hank’s stories, this type of conflict could result 
in frustration amongst enthusiastic teachers. Whereas many of the pupils just wanted 
to relax or free-play during PE lessons, these teachers wanted pupils to play using a 
certain level of skill, or to experience as many sports as they could. The second 
challenge was, in a class of pupils with diverse abilities and interests, whose needs 
should take priority? Despite receiving complaints from pupils who were physically 
more-capable, Fiona struggled to find appropriate approaches to also include 
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low-ability pupils who were less likely to pursue exercise after leaving school. Thirdly, 
in an attempt to influence pupils’ moral development, questions were raised about 
how these teachers could manage a PE lesson to be not only disciplined but also fun 
and with high levels of physical activity. The data suggest that these teachers held 
slightly different principles and approaches based on their ideas about moral education 
and, in particular, what a PE lesson ‘should’ look like (examples can be found earlier 
in sections of Chapter Four regarding ‘teacher’ beliefs about PE’ and later in Section 
8.3 regarding ‘PE teachers’ professionalism’).  
 
The data also suggested that these teachers dealt with the above complexities not only 
‘concurrently’ – considering all the dilemmas at once in practice - but also 
‘vertically’ – establishing different standards for different grades of students (seventh, 
eighth and ninth grade; pupils aged 12 to 14). Certainly these inter-connected 
dilemmas could usefully be investigated in detail in future research. However, the 
information above may already provide sufficient contextual knowledge to understand 
how such teachers would think and react to the integration of PE and HE. 
 
 
7.3 Teachers’ Ideas about Health, HE and Integrative Teaching 
Interestingly, despite PE being integrated into HPELA, not many of these PE teachers 
mentioned or considered ‘health’ as a core purpose of PE. Jim claimed that ‘PE is just 
one of the many ways to promote health’ (IJi-3-29). All of them agreed that health was 
important; however, they appeared to only consider health as a consequence or benefit 
of engaging in PE lessons or physical activities, rather than as a key target that could 
be achieved directly. Health, as an abstract concept, was embodied in ‘fitness’ 
(IHa-1-43) and ‘safety’ (IFi-3-09) in a PE lesson. On the other hand, HE was a rather 
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different concept from health. The teachers viewed HE as a mature subject with 
well-developed subject knowledge that required a specific level of professional 
training. (As reviewed in Section 2.1.3, it is important to remember the distinction 
between HE and PE in Taiwan). 
 
With regard to Integrative Teaching, the administrators in this study appeared to hold 
the same attitude as most of the teachers, which was to allow teachers to deliver their 
subject strengths. Woody explained this was an attempt to maintain teaching quality, 
because ‘subjects at junior high school have been… specialised for quite a long time’ 
(IWo-3-23). Thus, unless the schools were lacking sufficient specialist HE teachers, as 
in Malone’s school, they were very unlikely to allocate HE lessons to PE teachers. 
This situation seemed to imply that to assign both PE and HE to one teacher was 
usually to solve practical problems rather than to purpose fully provide integrated 
learning experiences for pupils.  
 
Moreover, integrations between PE and HE seemed only to be found in two areas: 
fitness (BMI and physiology) and safety (water safety, sports injury, first aid and 
CPR). Although the above two mentioned areas were theoretical relevant to PE, the 
teachers did not necessarily consider them as practically appropriate during the 
delivery of PE lesson. Thus, the two areas of integration usually occurred during HE 
lessons or extra curricular events such as ‘sports day or interclass sports events’ 
(ISu-2-45). Such arrangement was commonly found in all teachers’ practices (with the 
exception of Woody’s due to he had not engaged in PE teaching practice for years). It 
seemed that no more connections could be made apart from the above examples. Jim, 
who was involved in the editing of HPELA textbooks, affirmed that ‘it’s rather 
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difficult… to combine Health Education and PE’ (IJi-1-64). This may echo what was 
demonstrated earlier: PE teachers’ pre-existing understandings of PE were firm. 
 
On the other hand, when they were assigned to teach HE, these teachers mainly 
depended on the HEPLA textbooks and teaching materials (posters, videos and power 
point files) provided by textbook providers, whereas the textbooks were rarely used 
when they taught PE. Despite attending professional development courses on HE, 
most of the PE teachers argued that ‘to understand HE’ and ‘to teach HE in the same 
quality as specialist HE teachers’ were ‘two very different levels’ (IHa-3-43). 
Moreover, some of them, especially more senior case study teachers such as Cherrie, 
Fiona and Malone, reported a lack of confidence when teaching HE. Despite having 
attended in-service training courses on HE, like the teachers reported in the study of 
Harris et al. (2011), they still felt they had a lack of the depth of the subject 
knowledge, and thereby were not confident in responding to pupils’ questions or the 
difficulty of motivating learning. Interestingly, two examples were found in 
addressing this lack of confidence. One example was that Jim and Malone sometimes 
appropriated the Nine-Grade HE lessons for use in PE. Another case was that Malone 
once used a HE lesson to teach something, for instance ‘the art of communication’ 
(IMa-2-27), which was out of the HPELA textbook but interpreted by Malone as 
relevant to HE. This case occurred when he wished to address pupils’ use of abusive 
language in his lessons. Furthermore, in addition to having no official accountability 
over their practices, another factor that allowed Jim and Malone to shift their HE 
lesson was perhaps that they had no real pressure from parents regarding pupils’ 
academic learning outcomes in HE. This was because HE had been removed from the 
Senior High School Entrance Exam as part of the curriculum reform. Presumably, like 
other PE teachers who have encountered status problems due to being excluded from 
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national exams (O’Sullivan, 2006), similar challenges might be operating for the HE 
teachers.  
 
 
7.4 The use of Curriculum Guidelines in PE: Gaps between Theory and Practice 
The participants in this study indicated that, in recent years, the official curriculum 
guidelines had rarely been used in practice in PE, although they may have been used 
for writing official curriculum documents. Gaps were certainly evident between what 
the curriculum aimed to achieve and what actually happened in practice.   
 
Firstly, there appeared to be a significant contradiction between the way the HPELA 
curriculum was structured and the way the PE teachers deliberated over their teaching 
programmes. Theoretically speaking, PE teachers are supposed to initially decide the 
competences that pupils ought to develop according to the curriculum guidelines, and 
then design appropriate PE learning tasks to deliver. This process was explained by 
Fiona and Yang, though they also commented that the content of the guidelines was 
too detailed and complicated to be of much use to them in practice. In fact, many of 
the participants claimed that their concerns about curriculum design usually began 
with practical considerations, such as (1) pupils’ needs and physical abilities, (2) the 
sequence of skill development/motor learning and (3) the availability of facilities and 
equipment. Additionally, Cherrie explained that the curriculum guidelines were 
difficult to follow because ‘skill was removed from the guidelines’ (ICh-3-01).  
 
The fact that the guidelines were open to individual interpretation seemed to enable 
PE teachers to largely ignore them. It appeared to be a paradox that, on the one hand, 
the curriculum was made to be flexible in order to allow the design of a school-based 
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curriculum; yet, this flexibility also allowed PE teachers to avoid change because 
‘whatever you do, it could be referred to the curriculum guidelines anyway’ 
(IYa-3-07). Moreover, as demonstrated in Section 5.6, the teachers had almost 
unlimited autonomy in curriculum decision-making, Woody worried that this kind of 
autonomy could ‘allow those who’re dedicated to be better, but those who’re 
uncommitted to be worse’ (IWo-1-47). This meant that the so-called flexibility of the 
curriculum guidelines might also make it “vague and open to misinterpretation” 
(MacPhail, 2007, p. 52). 
 
Secondly, and linked to the nature of the guidelines explained above, there were 
disagreements found between what teachers officially claimed to do and what they 
actually did. Firstly, Fiona clearly pointed out that ‘the PE programmes we submitted 
and used were not entirely connected’ (IFi-2-22). As mentioned in her life history, 
this disconnection was due to the regulation of the syllabus format. Whereas the 
format was made for all subjects to refer to the selected textbooks, PE teachers usually 
organized the syllabus according to ‘the rotation of facilities’ (who can use which 
facility at what period). Despite being aware of this situation, Woody, who was in the 
position of managing all syllabi in his school, reported that ‘the administrator would 
rarely interfere with teachers’ (IWo-3-04). A similar inconsistency was found in the 
teaching programmes submitted to the Advisory Group in Taipei County. This 
situation was mostly due to the fact that, there was no external monitoring of each 
school’s teaching practice but only reviewing of submitted programme. When 
reviewing submitted programme – one of the duties of being coordinators – Hank and 
Fiona discovered that many of them were directly taken from samples designed by the 
textbook providers. Hank claimed that ‘you can clearly see it’s from textbooks and… 
probably written by one person rather than… a group discussion. If it didn’t involve 
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all teachers, how could it be useful? (IHa-1-55) Accordingly, the creation of such 
duplicated or one-person-made school curriculum can hardly lead to a ‘shared 
meaning’ (Fullan, 2007, p. 11) and consistent practices among practitioners.  
 
Similar to educational reforms in other countries (Kirk & Macdonald, 2001; MacPhail, 
2007), the above reported ‘gaps’ could also be attributable to a failure to include 
teachers’ perspectives in the ‘re-contextualising field’ (where the Grade 1-9 
Curriculum guidelines were formed). A comparison between the previous and new 
curriculum guidelines (MOE, 1995a; MOE, 2003a) suggests that, before the education 
reform, the teachers had probably been positioned as passive implementers and so 
they had developed a habit of following a centralised syllabus or framework – like the 
cases reported by MacPhail (2007) and Oh et al. (2011). However, similar to PE 
teachers in other countries (Curtner-Smith, 1999; Wirszyla, 2002; Oh et al., 2011), the 
ways in which teachers used ‘alternative ways’ to respond to mandated change were 
not new. Fiona, Malone and Cherrie – senior case teachers in this study – reported that 
they had implemented certain new approaches and materials (not included in the 
previous guidelines) before the latest curriculum reform. One reason for conducting 
such innovation was because the ideas were introduced by official CPD course leaders; 
the other was because PE was a marginalised subject within the 
academic-learning-dominated school system and thereby the PE teachers could enjoy 
the autonomy to design teaching programmes. Thus, whereas it has been suggested in 
some research that the low status of PE may prevent teachers’ investment in 
curriculum innovation (Bechtel & O’Sullvan, 2007; Ha et al., 2008; Oh et al., 2011), a 
lack of attention from administrators or parents might also mean that PE teachers have 
more flexibility to conduct/try out  innovative PE teaching. 
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The introduction of curriculum reform, however, between 2001 and 2003 appeared to 
be a great challenge to most of the case teachers (except for Jim, who believed the 
combination between subjects was impossible, and Hank, who was occupied by 
administrative work, at the time). In particular, while the corresponding training 
courses were too theoretical to be understood, Fiona claimed that many teachers at the 
time were eager for guidance that were “prescriptive enough” (MacPhail, 2007: 52), 
meaning to tell teachers what and how to do. In addition to the obscurity of the new 
curriculum for PE teachers, Cherrie was particularly upset that prescriptions of 
specific sports activities and skills were absent from the HPELA curriculum 
guidelines. In reviewing Cherrie’s dissatisfaction by using Penny and Glover’s (1999) 
viewpoint, it could be argued that the new guidelines promoted an ideology against 
her beliefs about PE.  
 
Importantly, Curtner-Smith (1999) argued that inconsistent curricular interpretations 
announced by government bodies could disappoint teachers who had looked forward 
to the proposed change. In this study, it was found that the policy adjustment 
published in 2003 appeared to be a turning point in the teachers’ attitudes toward the 
curriculum guidelines. While the implementation of Integrative and Team Teaching 
was changed from compulsory to suggestive (MOE, 2003c), it could be argued that 
the pressure upon teachers to use the HPELA curriculum guidelines was relieved as a 
consequence. PE teachers then returned to mainly delivering PE – with which they 
were already familiar. Thus, it was not surprised to find out that the teachers’ 
professional identity and “intimate knowledge” towards the school context (Kirk & 
MacDonald, 2001, p. 228-561) was very influential upon their interpretation and 
implementation of curriculum change. Nevertheless, despite several gaps being found 
and demonstrated in this section, there were insufficient data (mainly interview and 
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participation observation in their participation in CPD courses) in this study to further 
evaluate whether these gaps resulted in any negative influences on pupils’ learning.  
 
 
7.5 Responses to the Relevant Policy Changes: Let’s Wait and See… 
In presenting a holistic picture of the teachers’ reactions to policy changes, it should 
be noted that part of this has been illustrated in an earlier chapter regarding innovative 
CPD policies. The findings relating to why and how these PE teachers engaged in PE 
CPD have already shown in previous chapters. It has also been explained that the 
previous/current policies encouraged teachers to pursue higher degrees rather than 
other forms of professional learning, and seemed to be neither supportive nor 
compelling enough to underpin teachers’ career-long professional development. In 
general, the ineffectiveness of the policies could be linked to a lack of accountability 
for teachers’ practices in both professional learning and teaching. Following the above 
findings, this section specifically discusses how certain policies have turned from 
being potentially influential to being largely irrelevant to these PE teachers’ practices. 
 
According to the participants’ narratives, the Requirement of CPD hours and TLA did 
impact their practice initially, and the official requirement for designing and 
handing-over school-based curriculum also resulted in some participants feeling 
concerned and somewhat panicked in the initial phase of curriculum reform. However, 
the policies became less effective because there was no effective 
monitoring/evaluation of the teachers’ practices. For example, the requirement for 
specific CPD hours was later found to be very easy to meet; indeed - almost 
impossible to fail. The TLA became an occasion to discuss administrative or 
curriculum routine rather than an opportunity for professional learning; and, 
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furthermore, a tacitly agreed technique – i.e. creating two versions of the paperwork – 
was adopted in order to address the official requirement of designing an innovative 
curriculum.  
 
Another key factor, which led to very little change in teachers’ practices and in turn 
de-motivated their engagement in the above three policies, was the official adjustment 
that made ‘Integrative and Team Teaching’ recommended instead of compulsory 
(MOE, 2003a, 2003c). Consequently, this policy amendment was the turning point 
that ensured the participants changed from being stressed about the changes they felt 
they were required to make, to being indifferent about the demands of curriculum 
innovation. As Curtner-Smith (1999) argued, contradictory messages announced by 
the governments may “legitimate their [teachers’] own interpretations of the new 
curriculum” (p. 85). In addition, rapid policy amendments may prevent teachers from 
being “prepared to implement the latest requirements because they [the policies] 
would almost certainly be changed again” (ibid., p. 91). This would then increase the 
possibility of teachers choosing a ‘wait and see’ position. 
 
To sum up, the amendment to the fundamental spirit of the Grade 1-9 Curriculum 
appeared to result in an impression that the educational reform had not been properly 
designed beforehand. It could be summarised that the participants felt: (1) the 
initiation of new policy was launched before it was properly planned; and (2) the 
requirement of Integrative and Team Teaching was altered to solve practical problems 
immediately but without remedial measures, so that (3) the adjustment enabled 
teachers to make no changes in practice (teaching to their own strengths instead of 
trying to integrate PE and HE). Hank commented: 
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Education in Taiwan was quite strange… It’s like that the MOE has never 
fully investigated the real situation before setting targets... and then removed 
the targets right after discovering problems in practice… It’s like, while we 
finally started to get used to it, they then gave it up’ (IHa-3-43).  
 
Yang also criticized:  
The Government failed to take the opportunity to carry on when… people 
started to change’ (IYa-2-40). For instance, ‘the requirement of CPD hours 
was influential in the beginning, but they [the MOE] didn’t indicate what 
would happen if teachers failed to achieve! (IYa-2-42) 
 
In conditions where (1) teachers were working in low – or no – accountability 
circumstances and (2) PE was one of the skill subjects that did not suffer the pressure 
of the Senior High School Entrance Exam (O’Sullivan, 2006), it is perhaps not 
surprising that PE teachers continued to deliver PE teaching in the way they were used 
to, which was based on their beliefs rooted in their personal learning and working 
histories. This viewpoint about teachers’ practices in curriculum implementation 
echoed the findings reported by many researchers (Curtner-Smith, 1999; Wirszyla, 
2002; Bechtel & O’Sullvan, 2007; MacPhail, 2007; Oh et al., 2011). Additionally, 
although many of the participants argued that the idea of Integrative Teaching was 
more likely to impact and be implemented by practitioners who were new to the 
profession, recent research by Ha et al. (2008) reminds us that novice PE teachers may 
hesitate to pursue innovative change due to worries about their own capacities. Hence, 
to clarify, the needs of novice teachers in curriculum change requires further 
investigation.  
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As illustrated in Section 5.6, it is necessary to draw up policies to address teachers’ 
accountability. However, participants had concerns about how such policies (i.e. 
teacher evaluation) would be undertaken, and by whom. As was indicated by Cherrie, 
many worried that the MOE would fail to consider the overall situation and put more 
workload on those teachers who were already dedicated to teaching. Presumably, due 
to the impression gained from the curriculum reform, they might worry that teacher 
evaluation would, again, begin with a flourish but ‘fizzle out’ toward the end. 
 
 
7.6 Conclusion and Discussion: the Meaning of ‘No Change’ 
When I first contacted the case teachers and explained to them that my intention was 
to ‘investigate the impact of the Grade 1-9 Curriculum upon PE teachers’, many of 
them answered at once: ‘there has been no change’ or ‘we are doing the same as what 
we used to do before the curriculum reform’. Thus, in addition to searching for 
changes that had happened in teachers’ work, I also tried to explore the meaning of 
teachers’ indication of ‘no change’ and of the conditions allowing teachers to remain 
the same in the face of a mandated curriculum reform.  
 
In this chapter, these teachers’ ideas about PE, health and HE have been presented to 
make sense of the following sections regarding teachers’ reactions to specific 
educational changes. It was found that, despite having slightly different interpretations 
about how to promote pupils’ lifelong physical activity, skill learning tasks and game 
activities continued to be central components of their PE teaching. After investigating 
their ideas about health, HE and the reason they were assigned to deliver HE lessons, 
it was found that the quality of Integrative Teaching mainly remained on the surface 
level, meaning their PE and HE lessons had very little connection with each other. In 
 261 
viewing this situation from a multidimensional perspective of curriculum change 
(Sparkes, 1991; Fullan, 2007), it could be argued that although the case teachers 
employed new materials or even new teaching approaches, their core beliefs about PE 
and HE teaching remained unchanged. 
 
 Furthermore, in terms of the use of the curriculum guidelines, there was 
inconsistency found between the syllabi they submitted and those they used. Notably, 
lack of appropriate supervision/evaluation was cited as a major factor in allowing this 
inconsistency to happen, and in the face of some other new policies (i.e. TLA and 
Regulation of CPD hours). Except for the emphasis on health concepts and the 
attendance at official training courses, the curriculum reform appeared to have had 
very little impact upon these teachers’ practices and, especially, pre-existing beliefs 
about PE teaching. However, it should be noted that saying ‘no change’ did not 
necessarily mean that the teachers made no improvements to their practice. The 
Findings presented in earlier chapters have already shown how the teachers pursued 
their career and professional development. Rather, the situation – teachers had been 
impacted by the new policies but later on resulted in no change in PE teaching 
practice – revealed the flaws in policy-making in two aspects: (1) lack of appropriate 
supervision and (2) failure to include teachers’ perspectives. 
 
The first flaw, as illustrated earlier, was attributable to the lack of appropriate pressure 
that could motivate teacher change (Guskey, 2002). While teacher autonomy was 
advocated and the curriculum guidelines were made flexible to allow the design of 
school-based curriculum (MOE, 2003a, 2003b), PE teachers were also permitted to 
teach based on personal strengths or preferences (Shy, 2003). As Hargreaves (2006) 
has reviewed, although teacher autonomy allows the implementation of different 
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pedagogies, it can also result in no changes. Thus, it could be argued that lack of 
proper supervision was a major factor that maximised the influence of teachers’ 
“positionality” and “interpretation of materials” (Kirk & Macdonald, 2001, p. 561), 
and thereby provided the possibility of stagnation. Notably, although the Taiwanese 
Government is aware of this issue and has started to develop ‘teacher evaluation’ to 
promote teachers’ development, earlier findings indicated that the case teachers would 
not trust such a ‘new’ policy. Furthermore, several authors point out that detailed 
prescriptions of teachers’ practices may result in de-professionalising teachers 
(Hargreaves, 2006; MacPhail, 2007). Therefore, it could be argued that ‘professional 
freedom’ and ‘supervision/evaluation’ are two conflicting factors, and the use of the 
strengths of both requires careful deliberation. 
 
The second aspect that the Taiwanese Government failed to consider was the 
opportunity to include teachers’ perspectives (or make them feel included or 
enthusiastic about the change) both before and after the implementation of the new 
curriculum. Although it was officially stated that the creation of the Grade 1-9 
Curriculum embraced a range of various groups’ voices – including teachers (MOE, 
2003b), the case study teachers seemed to feel differently. Rather, it appeared that 
“teachers are expected to implement a change in the curriculum produced by people 
who are not primarily involved in teaching that specific curriculum in schools” 
(MacPhail, 2007, p. 51). While an education reform in Australia also claimed to 
include teachers’ voices, Kirk and Macdonald (2001) pointed out that the “powerful 
institutional forces, as well as the structure of the projects themselves, prevented 
teachers working as recontextualizing agents” (p. 555). Similarly, the case teachers’ 
narratives suggested that the Taiwanese Government did not pay sufficient attention to 
teachers’ views and needs in relation to the curriculum change (evidence in Sections 
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6.4 and 7.4 regarding the curriculum guidelines and official in-service training 
courses). In terms of the disconnected relationship between policy makers and 
teachers, MacPhail (2007) suggests that such problems should be addressed right from 
the beginning of policy making. Additionally, after new policies/curriculum have been 
implemented, the literature suggests that to explore teachers’ responses towards the 
change is equally important. For example, research could be conducted to investigate 
teachers’ receptivity and professional needs related to the implementation of 
educational reform (Ha et al., 2008); and to check the effectiveness of CPD provision 
that has been specifically designed to initiate the change (Wirszyla, 2002; Harris et al., 
2011). It could be argued that a government’s neglect of teachers’ opinions about 
educational change can damage its own credibility, in that teachers could have doubts 
about the announced change and choose to ‘wait and see’.  
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Chapter Eight: The Dynamics of PE Teachers’ Practices 
 
 
8.1 Introduction 
This is the final chapter of cross-case analysis that draws upon new findings, along 
with the findings of previous chapters, to answer the third research question – how can 
PE teachers be supported to learn/change/develop? During my fieldwork, I asked the 
case study teachers: ‘in terms of improving teaching or pursuing professional 
development, what support would you like to have?’ (Appendix: III) Remarkably 
perhaps, responses from most of the teachers suggested that they rarely looked for 
external help but dealt with problems alone. Cherrie argued that ‘I’m very used to 
working alone… never expected anything from colleagues, administration or 
academia’ (ICh-3-24). Hank, along with Jim, reported that they tended to ‘consider 
what is available, rather than what support can be found, before decided to do 
something’ (IHa-3-18). Similarly, Malone usually tried what he wanted in the way he 
could manage, and rarely relied on ‘external resources’ (IMa-3-29). Although Fiona 
and Sunny indicated that certain resources may be useful for improving teaching (i.e. 
funding for renewing equipment or a platform for sharing information), both of their 
life histories showed that they usually worked independently. On the other hand, Yang 
was experienced in applying for and organizing external resources due to his 
involvement in research projects. In Yang’s case, the support he most needed was less 
interference from an administrator’s supervision of his teaching and more time for his 
project. Unsurprisingly, when connecting the above needs with the wider literature, it 
was clear that the support teachers needed for improving their teaching tended to vary 
depending on their own professional background and working environment. Unlike 
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teachers who had relatively less PE specialist training (Armour & Duncombe, 2004; 
Harris, 2011), the case study teachers hardly considered needing support on PE 
subject knowledge. Moreover, whereas Woody mentioned that some rural schools 
were struggling to obtain sufficient facilities and equipment (O’Sullivan, 2006), these 
PE teachers seemed not to be preoccupied with such problems. 
 
Possibly, apart from the teachers being used to working alone, the above findings 
could also be interpreted as suggesting the case teachers were not able to perceive or 
imagine the support that was available or useful to them. Thus, in attempting to find 
out what support could/should be useful/available to them, the following sections (1) 
return to explore teachers’ dynamics by exploring their professionalism and outlining 
a grounded theoretical understanding of their professional lives, and then (2) use such 
findings, along with findings in previous chapters, to address ways in which they 
might be supported to learn for the sake of pupils’ learning. 
 
 
8.2 Professionalism: What One Should Be Able and Commit to Do 
It should be noted that the notion of professionalism in this study was based on 
teachers’ perspectives. It referred to one’s professional identity that carried not only 
the professional knowledge and norms that allowed one to identify oneself as part of a 
professional group, but also the individual’s personal values, beliefs and feelings 
toward the profession (Forde et al., 2006). Thus, the investigation of professional 
identity was a way to understand teachers’ practice, as it was a “key influencing factor 
on teachers’ sense of purpose, self-efficacy, motivation, commitment, job satisfaction 
and effectiveness” (Day et al., 2006, p. 601).  
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The inquiry into these PE teachers’ professionalisms began with asking questions such 
as: What is an ideal PE teacher? What kind of professionalism should a PE teacher 
demonstrate? Data analysis showed that these teachers’ professionalisms could be 
located in four categories: (I) commitment and accountability; (II) goals and pedagogy; 
(III) knowledge and skills; and (IV) ability to learn and reflect. The following is an 
example of the PE teachers’ comments about professionalism – what one should be 
able and committed to do – derived from a summary of all participants’ opinions: 
 
I. Commitment and accountability 
A. PE teachers should be enthusiastic and persistent about the quality of their 
work. 
B. PE teachers should care about the pupils and be responsible for their learning.  
II. Goals and pedagogy 
A. PE teachers should clearly state their teaching goals to pupils at all learning 
stages, and be able to arrange and adjust learning tasks that are appropriate for 
them. 
B. Provided that the class follows the learning tasks, PE teachers should try to 
maintain good relationships with pupils, to motivate their interest in engaging 
in physical activities and develop their morals. 
III. Knowledge and skills 
A. PE teachers should be proficient in PE knowledge and the skills required. 
IV. Ability to reflect and learn 
A. PE teachers should continue to reflect on their teaching and search for 
improvement for better practices. 
B. PE teachers should continuingly engage in professional development in order 
to be abreast with the developments in society. 
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Despite sharing many similarities, the findings also suggested that each participant 
had a slightly different expression of, or emphasis on, the above categories due to 
participation in his/her own specific learning and working context. For instance, firstly, 
in terms of commitment and accountability, it was found that each of these teachers 
developed a slightly different focus due to a need to prove themselves – and probably 
to gain respect – in the specific situations they encountered. In the situation where it 
was felt that colleagues did not teach PE properly, Cherrie indicated ‘a PE teacher 
should be able to not only teach but also to be dedicated to it’ (Fi-080213-Ch). Fiona 
reported that ‘some teachers were very competent in skills and performance, but… 
lacked enthusiasm in teaching. In that case, they weren’t good teachers’ (IFi-2-31). 
Malone advocated that ‘professionalism lies with the heart!’ (IMa-1-79), and, similar 
to what Sunny believed, ‘if the PE teacher has enthusiasm about teaching, any 
competence required would be consequently developed (ISu-2-53). As for Yang who 
was largely involved in additional duties, he added that a teacher should also be 
committed to helping ‘administrative agendas’ (IYa-2-48). Secondly, with regard to 
teachers’ decisions about goals and pedagogy, Hank indicated ‘fitness’ (IHa-1-43) 
was a means to convince others of the effectiveness of PE. In adopting the Grade 1-9 
Curriculum, Jim argued that ‘nowadays, the basic competence of a PE teacher is not 
as simple as it used to be’ (IJi-2-32). Due to their involvement in tutoring, Malone and 
Cherrie considered moral education as an important goal in PE. Cherrie believed that 
PE at junior high school was more than just teaching sports. Because Yang was 
consistently involved in IT for PE projects, the application of information science was 
hardly absent from his PE curriculum. Thirdly, in the aspect of required professional 
knowledge and skills, all participants showed considerable agreement. However, 
Woody, as a school administrator, added that ‘nowadays, teachers are very competent 
in their own teaching… however, they lack the ability to communicate and cooperate 
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with others’ (IWo-1-31). Finally, as illustrated in an earlier chapter, teachers’ 
judgements about the direction, usefulness and essentiality of specific learning 
activities were connected with their career development and beliefs about PE. They 
tended to learn not only what they believed was worth learning and doing, but also 
what they were assigned to do.  
 
Notably, it could be argued that the above variation reflected an important fact that 
these PE teachers’ professional identities were about more than being a teacher who 
only delivered PE at school. In tracing back the development of their professional 
identities, data in this research supported finding in the literature (Ford et al., 2006) 
that the construction of teachers’ professional identity first occurred during teacher 
education and evolved as their career progressed. More specifically, Day et al. (2006) 
has indicated that identity is particularly affected when one encounters events that 
“may threaten existing norms and practices” (p. 614). In this sense, it was not 
surprising to find that the case teachers’ professional identity developed dramatically 
when they entered the profession, when they encountered what Keay (2006) and Kirk 
and Wall (2010) termed as curriculum or policy changes; and when they experienced 
what Armour (1997) described as fulfilment or frustration with teaching. Moreover, 
unlike the construction of a student teacher’s professionalism that mainly considers 
the values of PE or sports (Dowling, 2011), these case teachers’ professional identities 
were connected with the context in which they worked and were influenced by their 
participation in a range of communities of practice (Wenger, 2009), such as tutoring, 
coaching, administration, research and in-service training.  
 
Interestingly, the life history data indicated that certain life experiences prior to their 
pre-service training also had a significant influence upon the construction of their 
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current professional identity. For example, Malone and Sunny clearly pointed out that 
they did not want to become the kind of PE teacher they disrespected in their high 
school time. Jim seemed still to be eager to break through the discourse expressed by 
his father – that PE teaching was not a proper job – by working ever harder in order to 
prove that he was more capable than teachers of other subjects. Cherrie, Fiona and 
Hank, who had exchanged their learning opportunities for training as youth sports 
elites, were dedicated to becoming teachers who cared not just about pupils’ sports 
performance. In addition, as was shared by all the case teachers, “a love of physical 
activity and sport, and the desire to pass this on to others” (Dowling, 2006, p. 255) 
was the main reason they decided to become a PE teacher. 
 
In summary, it is illustrated that the construction of these PE teachers’ professional 
identities could be traced back to their early life experiences related to the profession. 
Their identities then built up during teacher education and developed continuously as 
their careers progressed. While their professionalism guided their practice, their 
participation in a range of communities of practice in turn contributed to the 
development of their professional identity. 
 
 
8.3 The Dynamics of PE Teachers’ Practice: a Grounded Theoretical 
Understanding of their Professional Lives 
In this section, a grounded theoretical framework (Figure 8.1) is presented to show 
relationships among the factors studied and discovered. The construction of this 
framework included four main steps: (1) to discover and categorize key factors, (2) to 
respectively identify links between factors, (3) to integrate links of all factors into a 
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relationship framework, and (4) to increase the creditability of the produced 
framework by connecting each part of the framework with relevant literature.  
 
During the process, the first and second steps could be not easily separated, because 
some categories were intrinsically interconnected, and thereby already indicated links 
after being produced. One example, in Chapter Five, when the influence of each factor 
(i.e. student, colleague, school culture and policy) was demonstrated respectively, 
links between certain factors were also mentioned. On the other hand, in order to 
discover and demonstrate the links that were not so apparent, I conducted ‘relationship 
coding’ to collect the clues that indicated links between factors. For example, 
statements such as ‘my coach back in high school… was a very important person in 
my life… he taught me to never underestimate my own potential’ (IHa-1-08) were 
coded, and later categorized as ‘links between educational background and 
development of personal beliefs’. Incidents such as ‘we went to a TGFU symposium 
last time… I felt being occupied by discussion on strategy and lack of time for 
physical activity… it’s going to be a problem in real teaching’ (IFi-1-41) were coded, 
and later were categorised as ‘links between personal beliefs/knowledge and 
evaluation on CPD provision’. Alternatively, longer links were also be coded. 
Responses such as ‘nowadays, I couldn’t put as much time in work as I used to… 
because I’ve got a family to take care of’ (IYa-2-71) were categorised as ‘links 
between the family factor, personal beliefs and career commitment’. 
 
In the third step, as ‘relationship coding’ proceeded, links among factors became 
clearer. All of the coded links as well as findings related to these teachers’ 
professional lives (and my interpretation in the overall context) were utilized to draw a 
framework that demonstrated key relationships among the studied factors. As the 
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framework was built on the data and through the analytical process of grounded 
theory (Charmaz, 2000, 2006), it is appropriate to label the outcome as a grounded 
theoretical understanding of the professional lives of the PE teachers in this study. 
Although this framework was based on specific teachers’ perspectives in the context 
of a specific educational change (Grade 1-9 Curriculum) in a particular national 
context, I would argue that the framework also provides a helpful guide for the design 
and conduct of future studies in different contexts that share similar features; in 
particular exploring teachers’ perspectives on coping with educational changes. In 
order to increase the credibility and applicability of the framework, it was necessary to 
conduct the fourth step in the analytical process: making links between the grounded 
theory and a wider body of literature. Following the diagrammatic representation of 
the framework (Figure 8.1), is an explanation along with the links to relevant 
supporting literature. 
 
In the figure, it is shown that the PE teachers’ professionalism was dominant in their 
practices in the educational context. As outlined earlier, the term ‘professionalism’ 
refers to teachers’ professional identity that integrated knowledge and norms of the 
profession with personal values, beliefs and feelings of the individual (Forde et al, 
2006). In this study, four dimensions were discerned to comprise the teachers’ 
professionalism: (1) commitment and accountability: what one should be committed 
to do/be and be held accountable for; (2) goals and pedagogy: directions in which 
one’s pupils should be led and in what way; (3) knowledge and skills: what abilities 
one should have as a teacher; and (4) ability to learn and reflect: how one could 
achieve or develop the required quality of practice. When exploring teachers’ 
professional identity, whereas a relatively stable teacher identity definition was 
obtainable (Kirk & Wall, 2010), it was also suggested that such identity was not 
 272 
entirely fixed but could be developed, adjusted and varied “at different times and in 
different ways according to a number of life, career and situational factors” (Day et al, 
2006, p. 601). 
 
 
 
As showed in Figure 8.1, several factors within and beyond the immediate educational 
context were identified as major sources of the development of these PE teachers’ 
professional identities. In terms of ‘life experience’ and ‘education background’, 
major factors included: (1) ‘personal background’ such as family, social class, gender 
 
Life experience Education background 
Professionalism 
Career development  
and commitment 
Professional development 
Reaction to changes 
(i.e. Grade 1-9 Curriculum) 
Living in the social context 
Seeking personal fulfilment 
Goals & Pedagogy 
Commitment & accountability 
Knowledge & skills 
Ability to reflect & learn 
Community Sports experiences 
Personal background  
Working in the educational context 
Policies Colleagues Culture Students Environment 
Role models 
Teacher education 
Figure 8.1 A grounded theoretical understanding of PE teachers’ professional lives 
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and relationships; (2) ‘social or personal community’ in which one lived or engaged; 
(3) ‘sports experiences’ including preference, learning, training and competition 
related to sports; (4) ‘role modes’ related to PE or teaching; and (5) training and key 
ideology gained from ‘teacher education’ (Templin et al, 1991; Sparkes et al; 1992; 
Sparkes, 1993; Dowling Næss, 1996, 2001, 2011; Pissanos & Allison, 1996; Armour, 
1997; Armour & Jones, 1998; Curtner-Smith, 1999). Moreover, after teachers entered 
the profession, their continuing professional learning would consistently contribute to 
the development of their professionalisms as their careers progressed (Pissanos & 
Allison, 1996; Forde et al, 2006; Keay, 2006).  
 
Toward the bottom of Figure 8.1, it is shown that, when a teacher is working in an 
educational context, the PE teacher’s ‘professional development’ and ‘career 
development and commitment’ are interrelated, and their ‘reaction to changes’ (in this 
case study, it was the implementation of Grade 1-9 Curriculum) is considered as part 
of the implementation of both. As this study demonstrates, a complete understanding 
of the teachers’ responses to educational changes could only be comprehended by 
investigating the personal and contextual factors that had formed their career and 
professional development related to the change. In terms of contextual factors, data 
suggested that there were five key factors that had influenced (direct, aid, hinder, 
encourage or frustrate) the case teachers’ practices in many ways. Firstly, ‘policy’ 
presents the curriculum and regulations that the teachers were required to deliver and 
obey (Kirk & Macdonald, 2001; MacPhail, 2007). Secondly, ‘culture’ includes norms 
and discourses that permeated in each case a teacher’s school and expectations of 
sports and PE. Very often, status problems were found to be an issue that the PE 
teachers struggled with (Templin et al, 1991; Sparkes et al; 1992; Pissanos & Allison, 
1996; O’Sullivan, 2006). In addition, teachers could perceive the culture of the school 
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through media such as the three factors outlined below. The third factor, ‘colleagues’ 
represents the teachers’ contacts with the school administrators and other teachers 
who taught the same or different subjects (Templin et al, 1991; Sparkes et al; 1992; 
Schempp; 1993). Fourthly, interaction with ‘students’ not only brought career 
fulfilment or frustration to teachers but also directed their professional development 
(Templin et al, 1991; Schempp, 1993; Pissanos & Allison, 1996; Guskey, 2002). 
Finally, the factor ‘environment’ includes available resources such as time, equipment 
and facilities that aided or hindered the quality of PE teaching (McCaughtry et al, 
2006b; O’Sullivan, 2006). 
 
In summary, the produced theoretical framework aims to offer and illustrate a set of 
factors along with their relationships, which could be utilized to explore the dynamics 
of PE teachers’ professional lives. However, it should always be noted that this 
framework was produced based on specific data collection, and different key factors 
may be revealed in different research contexts. At the same time, the framework is 
fully grounded in the data on the lives of the Taiwanese teachers in this research, and 
other researchers might find it interesting to use it as a starting point for investigating 
the lives and careers of teachers and PE teachers in different contexts.  
 
 
8.4 Conclusion and Discussion: ‘How can PE Teachers be Supported to learn 
effectively?’ 
From the observation of the dynamics of these PE teachers’ professional lives, it can 
be argued that external support, which could facilitate teachers’ learning and 
development, needed to be focussed on issues that occurred in the teachers’ 
educational context. In relation to this, several problems and their potential solutions 
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have already been illustrated in previous chapters in relation to career commitment 
and professional development. However, after the review of the teachers’ dynamics, it 
appeared that a more critical challenge – professionalism – was waiting to be 
addressed. Thus, the data suggested that, if the PE teachers were expected to learn for 
the interest of pupils’ learning, in addition to the provision of effective training 
courses, the teachers needed to feel that their efforts in PE teaching were valued, 
whether by themselves or others. Moreover, Bechtel and O’Sullivan (2007) also 
highlighted the importance of improving PE teachers’ status with the purpose of 
raising PE teaching quality: 
If physical education had been viewed with a higher status, more professional 
development might have been offered and these experiences could have created 
more opportunities for more teachers to explore new ideas in programming (ibid., 
p. 232) 
 
In reviewing the curriculum framework, Keh (2005) claimed that the subject status of 
PE appeared to be improved through the introduction of the Grade 1-9 Curriculum. 
However, whether PE teachers’ status in the school or social context can be improved 
simply through the introduction of new policies is questionable. As Armour and Jones 
(1998) argued, there is “no short cut to status” (p. 139). This study discovered that 
there were still a variety of contextual obstructions and additional duties that may 
distract PE teachers. Whereas, in Wirszyla’s (2002) study, PE teachers were distracted  
from curriculum innovation due to simultaneously engaging in coaching, the teachers 
in this study were found to be occupied by a greater variety of additional duties (even 
pursuing dual-track career development). Although pursuing additional values and 
goals seemed to extend the scope – and perhaps increase the status – of PE, a critical 
reality was that teachers did not have unlimited energy and “time” to achieve them all 
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(Armour & Jones, 1998, p. 99). Therefore, it would be necessary to prioritise their PE 
duties.  
 
Furthermore, in addition to the clarification of PE teachers’ work priorities, a more 
critical issue was how such priorities could be bridged/shared amongst not only all 
practitioners but also relevant stakeholders such as pupils, parents and the larger 
society (Hargreaves, 2006). To achieve such an agreement will require collaboration 
among PE teachers, researchers and policy makers. For researchers, it is vital that 
different groups are engaged in fundamental research and discussion on the core 
values and perhaps the future of PE (Kirk, 2010). Moreover, only after such 
fundamental knowledge is produced through the process described above, will it be 
possible to take into consideration the appropriate support for teachers’ professional 
development to a more profound level. Therefore, this is believed to be an important 
direction for the conduct of future research.
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Chapter Nine: Conclusion, Recommendations and 
limitations 
 
 
9.1 An Overview of the Research Process 
The purpose of this study was to investigate Taiwanese PE teachers’ career and 
professional development through their eyes – along with their life experiences that 
underpinned their educational practice. In particular, this study aimed to examine PE 
teachers’ work and learning experiences related to the most recent educational 
reform – the Grade 1-9 Curriculum – in Taiwan (MOE, 2003a). In order to reveal the 
impact of the educational change upon teachers, a life history approach (Goodson & 
Sikes, 2001) was utilised in conjunction with the analytical procedure of constructivist 
grounded theory (Charmaz, 2000, 2006). Eight PE teachers, who worked at different 
junior high schools (pupils aged from 12 to 14), were invited to take part in the study 
through the network of Advisory Groups in the Taipei region. The selection of these 
participants, who were both PE teachers and coordinators, was to add to the richness 
of research data (Stake, 2005). It was assumed that these participants could provide 
fruitful information because they were experienced in not only PE teaching but also 
the implementation of the education reform. In taking this decision, it was also clear 
that such a selection process meant losing the insights of those who did not engage in 
the curriculum reform in the way these participants had. This is one limitation of this 
study. 
 
Data for this study included ‘interviews transcriptions’, ‘fieldwork notes’ and ‘official 
and personal documents’, which were collected during the fieldwork lasting one 
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academic year. Three formal interviews were conducted with each participant (each 
interview lasting 1.5 to 2 hours). In total, 45 hours of interview data were collected. 
The fieldwork notes were taken when attending in-service training courses with the 
case teachers (participant observation for approximately 140 hours) and after visiting 
the case teachers and their schools. While the observation of the participants’ learning 
activities and working environment helped me to understand their narratives and to 
direct the foci of follow-up interviews, the research findings of this study were then 
mainly built on the analysis of the interview data. 
 
All tape-recorded interviews were transcribed, and then analysed by ‘coding’ and 
‘taking memos’ on both the printed transcription and the computer-assisted software – 
Nvivo 8. As illustrated in the methodology chapter, whereas coding on paper (printed 
transcription) helped me to familiarise myself with the original interview text and the 
links between the produced codes and their corresponding text (Figure 3.06), the use 
of Nvivo 8 was effective in managing the produced codes, the tree category and their 
corresponding data (Figure 3.08). Although Charmaz (2000) argued that software 
packages such as Nvivo 8 seemed to be “more suited for objectivist grounded theory” 
(p. 520), two important principles were developed in this study to enable the use of 
Nvivo 8 to be aligned with constructivist grounded theory. The two principles were: (1) 
to complete open-coding on a printed transcription (and perhaps to develop a certain 
level of conceptual understanding of the interview data) before moving on to do initial 
coding in Nvivo 8; and (2) to conduct initial coding in Nvivo 8 by using longer codes 
that contained sufficient information about the coded data. (Details about the 
developed analytic procedure can be found in section 3.10.5).  
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During the research process (fieldwork, analysis and writing up), strategies employed 
to promote the overall validity – or in a more qualitative term ‘trustworthiness’ 
(Lincoln & Guba, 1985) – were five selected techniques along with the concepts 
underpinning them (details in Section 3.7). However, as illustrated earlier, the five 
techniques were not decided at the outset but selected after trying out criteria proposed  
by several researchers who have discussed the nature of naturalistic qualitative 
research in general (Lincoln & Guba, 1985; Sparkes, 1992; Altheide & Johnson, 1998; 
Morse, 1999; Morse et al, 2002; Guba & Lincoln, 2008) and the quality of the 
grounded theory process and product in particular (Strauss & Corbin, 1998; Charmaz, 
2005, 2006; Creswell, 2007; Corbin & Strauss, 2008). The five techniques were useful 
in different ways, though the first one – ensuring methodological coherence – 
appeared to be most important, because it led me to figure out questions/problems by 
carefully identifying and then comparing with the notions behind each methodological 
choice. In addition, whilst the second, third and fourth techniques were employed 
from a very early stage in order to make the research (process and products) more 
credible, the fifth technique that aimed for the value of research products did not 
become clear until  connecting the findings I produced with wider literature and 
relevant theories.  
 
In total, three types of research findings were produced: the life histories, the 
cross-case findings and a theoretical framework. In Chapter Four, the life history of 
each participant was presented in a specific structure: personal background and 
pre-service teacher training; career and professional development; and beliefs about 
PE and reactions to the Grade 1-9 Curriculum. Connections between an individual 
teacher’s life experience and his/her later decisions and development were presented 
in each life history. The presented life histories had the purpose of helping readers to 
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understand the cross-case findings and theoretical framework, which were specifically 
produced to address the research questions. Conclusion of the cross-case findings and 
their implied recommendations to policy makers and future research are presented in 
the next section.  
 
 
9.2 Conclusion and Recommendations 
9.2.1 Research question one 
With regard to the findings related to the first research question – how and why 
Taiwanese PE teachers engaged in professional development, it was found that the 
case teachers’ professional development and career development were interconnected. 
Chapter Five revealed that these teachers’ career developments were influenced by 
their interaction with contextual factors such as students, colleagues, school culture, 
working environment and policy. In addition, it was also found that the teachers’ 
career development was both stable and unstable. Career development was stable 
because being a school teacher tended to be a lifelong position and these PE teachers 
continued to work as teachers and usually remained at the same school. However, the 
school atmosphere was usually reserved and with a lack of communication on 
professional or teaching matters. Such a stable career pattern seemed to lead to teacher 
isolation, which was not helpful for the development of either individual teachers or 
the organization as a whole. On the other hand, these PE teachers’ career development 
was unstable in that they often engaged in teaching and additional duties concurrently. 
Apart from organisational expectations and personal interests, their involvement in 
additional duties could be attributable to a potential concern about the status issue of 
PE and PE teachers. Although involvement in additional duties appeared to extend the 
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teachers’ professional ability, such dual-track career development (between teaching 
and additional duties) also had the effect of distracting their energy from PE teaching. 
 
Specifically, when investigating the reasons that motivated these PE teachers to 
undertake professional development related to teaching, it was found that their 
learning was mostly (1) to adapt to perceived changes in the needs and characteristics 
of pupils over time; (2) to realise personal or organisational expectations for teaching; 
and (3) to carry out the missions as presented in school policy and curricula. In order 
to do so, like many other PE teachers (Pissanos & Allison, 1996; Armour & Yelling, 
2007), they employed a range of formal and informal learning methods and sources. 
However, the case teachers’ engagement in formal/official learning activities was 
found to be problematic in two ways. Firstly, the previous/current policies relating to 
teachers’ professional development had encouraged teachers to pursue higher degrees 
rather than other forms of learning activities and continuing professional learning. 
Secondly, given that these PE teachers showed a high interest in practical CPD 
activities, the official CPD provision was often criticised for being irrelevant, too 
theoretical and difficult to put into practice. 
 
However, by further investigating the meaning of so-called ‘practical’ courses and the 
process the teachers applying their learning to work, it was found that the 
ineffectiveness of official in-service training courses could be attributable to two 
problematic notions that the PE teachers had taken-for-granted. 
 
The first problem was related to the way the official courses were delivered. The CPD 
provider appeared to assume that the priority of in-service training courses was to 
change teachers’ ideas and beliefs, though Guskey’s (2002) criticism is that teachers’ 
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beliefs rarely change during teachers’ attendance at professional development courses. 
Moreover, it was found that the goal of developing teachers’ beliefs was implemented 
by simply offering packs of curriculum theories in the short-term with no-follow-up 
courses; and thereby the teachers encountered great difficulty in putting the theories 
into practice. The difficulty teachers encountered in applying learning seemed to 
reduce their interests in attending theoretical courses, which in turn led to the second 
problem – PE teachers believed that CPD provision should be practical and 
ready-to-use. It could be argued that such desires for ‘practical’ courses potentially 
leads PE teachers to position themselves as passive learners rather than “active agents 
of their own development” (Armour & Yelling, 2004a, p. 107).  
 
According to the findings related to the PE teachers’ career and professional 
development, it is suggested that the above problems are not easy to solve, because 
they require fundamental changes in the policy structure, in the CPD provision and, 
more importantly, in some taken-for-granted notions held by different parties in the 
process. Firstly, apart from the acquisition of postgraduate degrees, the policy makers 
need to debate new structures that can be more effectively encourage and evaluate 
teachers’ engagement with continued professional learning. Secondly, rather than 
simply offering new knowledge, official CPD provision should aim to engage teachers 
in meaningful learning, so that the theory-practice gap may be bridged. While CPD 
providers need to design courses that are more likely to help teachers to put what they 
have learnt into practice, the teachers also need to be aware that real learning 
application can only be achieved through their own practice in the working 
environment. Thirdly, in order to further identify key problems and improvements in 
teachers’ professional development, it is suggested that an investigation into teachers’ 
perspectives is necessary. 
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9.2.2 Research question two 
With respect to the second research question – the impact of the new curriculum upon 
PE teachers’ practice – perhaps surprisingly, the case teachers reported that they had 
made very little changes due to the most recent education reform. In further 
investigating the reasons that allowed teachers’ working practices to remain 
unchanged, the policy amendment announced in 2003 and the different expectations 
between curriculum makers and PE teachers were found to be significant factors. First 
of all, the Grade 1-9 Curriculum demanded great changes in teachers’ practices. 
However, in 2003, those demands were reduced and Integrative Teaching and Team 
Teaching were changed from compulsory to suggestive (MOE, 2003c). Moreover, 
despite considering health as an important purpose of PE teaching, the case teachers 
did not agree that PE and another related subject, HE, could be integrated completely. 
Even though the case teachers were assigned to conduct Integrative Teaching, it was 
found that their PE and HE lessons had very little connection to each other. As the 
curriculum guidelines were made flexible to enable the design of school-based 
teaching programmes, it appeared also to allow the teachers to use the same 
pedagogies, especially when their pre-existing beliefs about PE teaching were firm. 
The above situation appeared a dilemma of allocating autonomy to teachers. 
 
In reviewing the process of curriculum reform from the teachers’ viewpoints, it was 
argued that the policy makers failed to address two important issues: (1) to set up 
appropriate evaluation and accountability of teachers’ practice and (2) to include 
teachers’ perspectives (or make them feel included or enthusiastic about the change) 
both before and after the implementation of the curriculum reform. With respect to the 
first failure, since autonomy may maximise teachers’ “positionality” and 
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“interpretation of materials” (Kirk & Macdonald, 2001, p. 561) and provide the 
possibility of stagnation, it is important to also have proper supervision of teachers’ 
practice. However, it should be remembered that detailed prescriptions of teachers’ 
practices may also lead to de-professionalization (Hargreaves, 2006; MacPhail, 2007). 
Therefore, it is suggested that ‘professional freedom’ and ‘supervision/evaluation’ are 
two conflicting factors, and the use of the strengths of both require careful 
deliberation.  
 
Secondly, the policy makers’ neglect of teachers’ experiences often produces 
problems with regard to teachers’ learning and implementation of the mandated 
curriculum change. It was found that the official in-service training courses related to 
the new curriculum were ineffective in that they were often too theoretical to be 
understood. Additionally, the approach to curriculum design proposed by the 
curriculum guidelines was different from the way the teachers thought; and the 
teaching programme the teachers submitted to administrators was not usually the same 
as the one they used. The above problems and inconsistencies suggest that the 
government and researchers should pay more attention to building up fundamental 
knowledge about how teachers learn and work, so that more appropriate policies and 
effective training courses can be deliberated. Notably, a lack of investment in such 
work is not likely to bridge the theory-practice gap, and could damage the government 
and policy makers’ credibility in that teachers may have doubts about the announced 
change and choose to ‘wait and see’. 
 
 
9.2.3 Research question three 
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After the presentation of cross-case findings, a grounded theoretical framework was 
constructed and presented in Chapter Eight in order to address the third research 
question: how PE teachers can be supported to learn in the interests of pupils’ learning? 
Apart from the provision of more effective CPD courses, the key to PE teachers’ 
professional development was their own professionalism (professional identity), 
which developed through their interaction with a set of personal and contextual factors 
(Figure. 8.1). Among these factors, several issues (i.e. status of PE in the work 
environment, learning atmosphere, evaluation policy) were identified as potentially 
problematic for the case PE teachers’ development. More importantly, it is believed 
that if PE teachers are expected to learn in the interests of pupils’ learning, they should 
firstly be supported by a positive work environment where their efforts in PE teaching 
are valued. Secondly, instead of aiming at their personal (different) goals, Armour 
(2010) proposes that the PE profession needs to come to an agreement about how the 
profession can best serve pupils’ learning, so that Taiwanese PE teachers may 
gain/regain their professional status and thereby concentrate on developing their 
professionalism in the ways that benefit pupils. This study suggests that these are 
critical issues worth investigating in future research. 
 
9.2.4 Further Recommendations 
Previous research findings from other national contexts on the gap between policy 
makers and practitioners (Penney & Glover, 1999; Kirk & MacDoland, 2001; 
MacPhail, 2007) are of interest to this study. The gaps found between the official 
in-service training courses and the PE teachers’ expectation of effective CPD courses, 
and between the changes proposed by the curriculum guidelines and the teachers’ 
teaching practices, clearly pointed out that the Taiwanese government has failed to 
consider PE teachers’ perspectives as well as their working conditions during the 
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making and implementation of the Grade 1-9 Curriculum. In considering the 
appropriate pace for initiating educational changes, there was a truism suggesting that 
“the more things change the more things stay the same” (Sparkes, 1991). It was also 
suggested that the policy makers or change leaders should initiate “one possible small 
change” at a time (Oh et al., p. 20). By examining the case teachers – i.e. Cherrie’s – 
dissatisfaction with the absent of specific sports skill and activities in the new 
curriculum guidelines, it could be argued that the transition from ‘skill-based’ to 
‘competence-based’ PE was too significant a shift. Hence, this study suggests that 
there should be certain transitional steps introduced to help teachers to adopt any 
proposed changes. For example, before sports skills can be removed from the official 
curriculum guidelines, there should be a phase indicating how existing materials 
(sports skills and physical activities) can be restructured in order to meet the 
requirement of developing ‘competence-based’ PE programmes. Similarly, before the 
Integrative or Team Teaching can be put into practice in schools, there should be 
mechanisms established to enable teacher collaboration to occur; or, as Penney and 
Glover (1999) argued, the departments between PE and HE should collaborate or 
integrate first. 
 
In addition, although it has been demonstrated clearly that teachers feel great 
ownership when interpreting curriculum guidelines and designing and implementing 
teaching programmes, it is worth remembering that teachers “cannot be left on their 
own to develop good programs” (Wirszyla, 2002, p. 16). Findings of this research, 
therefore, supported the suggestion that teachers’ professional development 
opportunities, as well as the quality of relevant training courses, were essential 
elements in facilitating curriculum innovation (Wirszyla, 2002; Bechtel & O’Sullivan, 
2007; Ha et al., 2008; Oh et al., 2011). However, the investigation of the PE teachers’ 
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learning experiences indicated that CPD policies needed to be more encouraging for 
teachers to pursue career-long learning rather than focussing mainly on the acquisition 
of postgraduate degrees. In addition, the content and the way in which the official 
CPD courses were organised also require fundamental change (Armour & Yelling, 
2004b). Furthermore, in aiming to maximise teachers’ learning during or after 
participating in-service training courses, this study suggests that both CPD providers 
and PE teachers need to re-think the meaning of ‘practical’ courses and the process of 
application of learning, examples of which have already been provided in earlier 
sections (Section 6.5, 6.6, 6.7). 
 
 
9.3 The Limitation and Application of the Study 
It has been noted throughout this thesis that the research findings were led by the 
specific research questions and were generated from a purposefully selected group of 
participants. Thick descriptions about the studied context and research process have 
been provided (details refer to Section 3.7, technique 4) to allow the readers of this 
research to make their judgement about the application of the research findings. While 
this study was primarily conducted to analyse the situation of Taiwanese PE teachers 
working in junior high schools, it should be noted that the situation at elementary 
schools would be different in some respects. Although the overall findings appear to 
only apply to the invited participants, the key cross-case findings may be used to 
partially explain – or simply compare with – the practices of a wider group of PE 
practitioners, because these findings not only apply to the participants of this study but 
also echo a wider range of literature.  
 
 288 
With regard to the application of the grounded theoretical understanding of PE 
teachers’ professional lives, it is important to remember that such a framework should 
be regarded as a guideline or a set of factors that assist researchers’ analytic work, 
rather than simply assuming that the same framework can be reproduced or put into 
direct use when investigating different educational contexts. 
 
In addition, although this study strictly followed the analytic procedure of grounded 
theory, it is acknowledged that the research was conducted by myself and thereby is 
influenced by my own experiences and perspectives. The research findings are a result 
of construction, which is based on the interaction between me, the research questions, 
the data and, most importantly, the participants (Charmaz, 2000, 2006). Therefore, the 
quality of the research findings is also limited by my ability to deal with every 
encountered problem whether during the conduct of fieldwork, data analysis or 
‘writing up’ (in English). Nevertheless, criteria for assessing and evidence supporting 
research quality have been provided throughout the thesis, so that the reader may have 
sufficient information to judge, to what degree and in what aspect, each piece of 
evidence is worth trusting and is appropriate.
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ESRC quality framework 
FRAMEWORK FOR ASSESSING QUALITATIVE EVALUATIONS3 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 a) Appraisal 
questions 
b) Quality indicators (possible features for 
consideration) 
c) Notes on study being 
appraised 
1
 F
in
d
in
g
s     
How credible are 
the findings? 
 
Findings/conclusions are supported by data/study 
evidence (i.e. the reader can see how the researcher 
arrived at his/her conclusions; the ‘building blocks’ 
of analysis and interpretation are evident) 
 
Findings/conclusions ‘make sense’/have a coherent 
logic 
 
Findings/conclusions are resonant with other 
knowledge and experience (this might include peer 
or member review) 
 
Use of corroborating evidence to support or refine 
findings (i.e. other data sources have been used to 
examine phenomena; other research evidence has 
been evaluated: see also Q14) 
 
Analysis procedure 
illustrated (Section 3.10.6) 
 
 
 
Evidences and quotes 
provided with research 
finding 
 
 
Cross-case analysis used 
 
 
Links to current literature 
illustrated  in research 
finding discussion sections 
 
2
 F
in
d
in
g
s 
How has 
knowledge/ 
understanding 
been extended 
by the research? 
 
Literature review (where appropriate) summarising 
knowledge to date/key issues raised by previous 
research 
 
Aims and design of study set in the context of 
existing knowledge/understanding; identifies new 
areas for investigation (for example, in relation to 
policy/practice/substantive theory) 
 
Credible/clear discussion of how findings have 
contributed to knowledge and understanding (e.g. 
of the policy, programme or theory being reviewed); 
might be applied to new policy developments, 
practice or theory 
 
Findings presented or conceptualised in a way that 
offers new insights/alternative ways of thinking 
 
Discussion of limitations of evidence and what 
remains unknown/unclear or what further 
information/research is needed 
 
Previous research used to 
indicate research focus 
(Section 2.4) 
 
Discussion makes sense of 
findings and recommends 
future research focus 
 
Theoretical framework 
developed to suggest future 
study in this area (Section 
8.3) 
 
 
Indicating alternative 
consideration to the design 
of CPD courses 
 
Limitations and application 
of research finding indicated 
(Section 9.3) 
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 a) Appraisal 
questions 
b) Quality indicators (possible features for 
consideration) 
c) Notes on study being 
appraised 
3
 F
in
d
in
g
s     
How well does the 
evaluation address 
its original aims 
and purpose? 
 
Clear statement of study aims and objectives; 
reasons for any changes in objectives 
 
Findings clearly linked to the purposes of the study – 
and to the initiative or policy being studied 
 
Summary or conclusions directed towards aims of 
study 
 
Discussion of limitations of study in meeting aims 
(e.g. are there limitations because of restricted 
access to study settings or participants, gaps in the 
sample coverage, missed or unresolved areas of 
questioning; incomplete analysis; time constraints?) 
 
Aim and objectives stated, 
and reason and process for 
modifying research 
question indicated (Section 
3.9) 
 
Research findings link to 
research findings, a 
summary of these is in 
Section 9.2.1-3 
 
Limitations identified where 
necessary 
 
4
 
 
F
in
d
in
g
s 
Scope for drawing 
wider 
inference – how 
well is this 
explained? 
 
Discussion of what can be generalised to wider 
population from which sample is drawn/case 
selection has been made 
 
Detailed description of the contexts in which the 
study was conducted to allow applicability to other 
settings/contextual generalities to be assessed  
 
Discussion of how hypotheses/ propositions/findings 
may relate to wider theory; consideration of rival 
explanations  
 
Evidence supplied to support claims for wider 
inference (either from study or from corroborating 
sources) 
 
Discussion of limitations on drawing wider inference 
(e.g. re-examination of sample and any missing 
constituencies: analysis of restrictions of study 
settings for drawing wider inference) 
 
Issues of the application of 
case study research design 
discussed 
 
Social, political, personal 
context described 
 
 
Findings link to learning 
theories and relevant 
literature of PE teachers’ 
CPD 
 
 
 
Dilemma and limitation of 
case selection discussed in 
Sections 3.8 & 9.3 
5
 F
in
d
in
g
s 
How clear is the 
basis of evaluative 
appraisal? 
 
Discussion of how assessments of 
effectiveness/evaluative judgements have been 
reached (i.e. whose judgements are they and on 
what basis have they been reached?) 
 
Description of any formalised appraisal criteria used, 
when generated and how and by whom they have 
been applied 
 
 
Discussion of the nature and source of any 
divergence in evaluative appraisals 
 
Discussion of any unintended consequences of 
intervention, 
their impact and why they arose 
 
Following analytic principles 
of grounded theory, 
 
 
Process of the development 
of analytic procedure 
reported  (Section 2.10.4 – 
6) 
 
Consideration of validity 
discussed in Section 3.7 
 
Impact of own experience 
and interpretation 
acknowledged  
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 a) Appraisal 
questions 
b) Quality indicators (possible features for 
consideration) 
c) Notes on study being 
appraised 
6
 D
e
sig
n     
How defensible is 
the research 
design? 
 
Discussion of how overall research strategy was 
designed to meet aims of study  
 
Discussion of rationale for study design 
 
Convincing argument for different features of 
research design (e.g. reasons given for different 
components or stages of research; purpose of 
particular methods or data sources, multiple 
methods, time frames etc.) 
 
Use of different features of design/data sources 
evident in findings presented 
 
Discussion of limitations of research design and 
their implications for the study evidence 
 
The coherence used 
research approaches and 
research questions 
discussed in Section 3.5  
 
Reasons for the selection 
of methods discussed; the 
use of each method is also 
provided (Section 3.6) 
 
 
Multiple data sources used 
(interview, observation and 
collection of documents) 
 
Limitation stated 
77 77
 S
a
m
p
le
 
How well defended 
is the sample 
design/ target 
selection of 
cases/documents? 
 
Description of study locations/areas and how and 
why chosen 
 
Description of population of interest and how 
sample selection relates to it (e.g. typical, extreme 
case, diverse constituencies etc.) 
 
Rationale for basis of selection of target 
sample/settings/documents (e.g. 
characteristics/features of target 
sample/settings/documents, basis for inclusions and 
exclusions, discussion of sample size/number of 
cases/setting selected etc.) 
 
Discussion of how sample/selections allowed 
required comparisons to be made 
 
Environment introduced; 
reasons for case selection 
reported (Section 3.8 & 
3.9.2) 
 
 
 
 
Comparison of cases not a 
priority, though cross-case 
similarities identified 
 
 
 
8
 S
a
m
p
le
 
Sample 
composition/case 
inclusion – how well 
is the eventual 
coverage 
described? 
 
Detailed profile of achieved sample/case coverage 
 
Maximising inclusion (e.g. language matching or 
translation; specialised recruitment; organised 
transport for group attendance) 
 
Discussion of any missing coverage in achieved 
samples/cases and implications for study evidence 
(e.g. through comparison of target and achieved 
samples, comparison with population etc.) 
 
Documentation of reasons for non-participation 
among sample approached/non-inclusion of 
selected cases/documents 
 
Discussion of access and methods of approach and 
how these might have affected 
participation/coverage 
 
Purpose of using case 
study, and reasons of not 
using representative 
samples discussed in 
Section 3.8.1 
 
Selecting cases of different 
background to ensure 
richness of data 
 
 
Process of selecting , 
approaching and inviting 
participants reported 
(Section 3.8.3) 
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 a) Appraisal 
questions 
b) Quality indicators (possible features for 
consideration) 
c) Notes on study being 
appraised 
9
 D
a
ta
 C
o
lle
ctio
n     
How well was 
the data 
collection carried 
out? 
 
Discussion of: 
• who conducted data collection 
• procedures/documents used for 
collection/recording 
• checks on origin/status/authorship of documents 
 
Audio or video recording of 
interviews/discussions/conversations (if not 
recorded, were justifiable reasons given?) 
 
Description of conventions for taking fieldnotes (e.g. 
to identify what form of observations were 
required/to distinguish description from researcher 
commentary/analysis) 
 
Discussion of how fieldwork methods or settings 
may have influenced data collected  
 
Demonstration, through portrayal and use of data, 
that depth, detail and richness 
 
Researcher conducted all 
data collection. Details 
reported in Section 3.9 
 
Formal interviews 
tape-recorded. Procedure 
of other data collection 
also reported.  
 
Focus and basic principles 
of participation 
observation identified 
(Section 3.9.1) 
 
 
Researcher’s position in 
fieldwork reported 
 
Multiple data sources used 
 
1010 1010
 A
n
a
ly
sis 
How well has the 
approach to, and 
formulation of, 
the analysis been 
conveyed? 
 
Description of form of original data (e.g. use of 
verbatim transcripts, observation or interview notes, 
documents, etc.) 
 
 
Clear rationale for choice of data management 
method/tool/package 
 
 
Evidence of how descriptive analytic categories, 
classes, labels etc. have been generated and used 
(i.e. either through explicit discussion or portrayal in 
the commentary) 
 
Discussion, with examples, of how any constructed 
analytic concepts /typologies etc. have been 
devised and applied 
 
Formal interview data use 
verbatim transcription. 
Collection of other original 
data specified in Section 
3.9.1 
 
Using Nvivo 8 for data 
management. Reason  
illustrated in Section 3.10.2 
 
Categories generated 
through grounded theory 
procedure 
 
Details of development and 
application of analytic 
concept reported in 
Section 3.10 & 2.11. 
(figures also provided) 
1
1
 A
n
a
ly
sis 
Contexts of data 
sources – how 
well are they 
retained and 
portrayed? 
 
Description of background or historical 
developments and social/organisational 
characteristics of study sites or settings 
 
Participants’ perspectives/observations placed in 
personal context (e.g. use of case 
studies/vignettes/individual profiles, textual extracts 
annotated with details of contributors) 
 
Explanation of origins/history of written documents 
 
Use of data management methods that preserve 
context (i.e. facilitate within case description and 
analysis) 
 
 
Major development of 
Taiwanese PE and CPD 
policies reviewed in 
between Section 2.1.1 and 
2.1. 6.  
 
Each case’s life history, 
which based on 
participant’s perspectives, 
is provided in Chapter Four 
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 a) Appraisal 
questions 
b) Quality indicators (possible features for 
consideration) 
c) Notes on study being 
appraised 
11 11 22 22
 A
n
a
ly
sis     
How well has 
diversity of 
perspective and 
content been 
explored? 
 
Discussion of contribution of sample design/case 
selection in generating diversity  
 
Description and illumination of diversity/multiple 
perspectives/alternative positions in the evidence 
displayed 
 
Evidence of attention to negative cases, outliers or 
exceptions  
 
Typologies/models of variation derived and 
discussed 
 
Examination of origins/influences on opposing or 
differing positions 
 
Identification of patterns of association/linkages 
with divergent positions/groups   
 
Cross-case themes 
identified, and its 
understanding extended  
after re-searching relevant 
literature 
 
Used evidence (narratives) 
can be understood through 
the life history of whom 
provides the evidence 
 
 
Purpose and limitation of 
case selection  illustrated 
(Section 3.8.2) 
 
1313 1313
 A
n
a
ly
sis 
How well has 
detail, depth and 
complexity  
(i.e. richness)  
of the data been 
conveyed? 
 
Use and exploration of contributors’ terms, 
concepts and meanings  
 
Unpacking and portrayal of 
nuance/subtlety/intricacy within data  
 
Discussion of explicit and implicit explanations 
 
Detection of underlying factors/influences  
 
Identification and discussion of patterns of 
association/conceptual linkages within data  
 
Presentation of illuminating textual 
extracts/observations 
 
Participants’ terms and 
concepts used 
 
Key concepts clarified (i.e. 
the meaning of theoretical 
and practical CPD course; 
the meaning of being no 
change in education 
reform) 
 
Influential factors and their 
relationship identified 
through layered analysis 
(i.e. life history, theme, 
theoretical framework) 
 
1
4
 R
e
p
o
rtin
g
 
 
How clear are the 
links between 
data, 
interpretation 
and conclusions – 
i.e. how well can 
the route to any 
conclusions be 
seen? 
 
Clear conceptual links between analytic 
commentary and presentations of original data (i.e. 
commentary and cited data relate; there is an 
analytic context to cited data, not simply repeated 
description)  
 
Discussion of how/why particular 
interpretation/significance is assigned to specific 
aspects of data – with illustrative extracts of 
original data  
 
Discussion of how explanations/ 
theories/conclusions were derived – and how they 
relate to interpretations and content of original 
data (i.e. how warranted); whether alternative 
explanations explored  
 
Display of negative cases and how they lie outside 
main proposition /theory/hypothesis etc.; or how 
proposition etc. revised to include them  
 
 
Findings presented in 
different layers (i.e. life 
history of each participant, 
cross-case themes and the 
theoretical framework.  
 
 
Researcher’s position and 
ways of interpretation 
explained. Detailed 
description of each case 
(life history) also provided 
for readers’ valuation.   
 
 
 
 
Negative case not included, 
though contradictory 
arguments between 
participants discussed.  
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 a) Appraisal 
questions 
b) Quality indicators (possible features for 
consideration) 
c) Notes on study being 
appraised 
1515 1515
 R
e
p
o
rtin
g
     
How clear and 
coherent is the 
reporting? 
 
Demonstrates link to aims of study/research questions 
 
Provides a narrative/story or clearly constructed 
thematic account  
 
Has structure and signposting that usefully guide 
reader through the commentary 
 
Provides accessible information for intended target 
audience(s)  
 
Key messages highlighted or summarised 
 
Research questions stated, 
and connected with the 
report of findings 
 
Chapters/sections presented 
in logical order. Using clear 
title and subtitle to indicate 
key points of each.  
 
 
 
Key findings summarised 
1616 1616
 R
e
fle
x
iv
ity
 &
 N
e
u
tra
lity
 
 
How clear are the 
assumptions/ 
theoretical  
perspectives/  
values  
that have shaped 
the form and 
output of the 
evaluation? 
 
Discussion/evidence of the main 
assumptions/hypotheses/theoretical ideas on which 
the evaluation was based and how these affected the 
form, coverage or output of the evaluation (the 
assumption here is that no research is undertaken 
without some underlying assumptions or 
theoretical ideas) 
 
Discussion/evidence of the ideological 
perspectives/values/philosophies of research team 
and their impact on the methodological or substantive 
content of the evaluation (again, may not be explicitly 
stated) 
 
Evidence of openness to new/alternative ways of 
viewing subject /theories/assumptions (e.g. discussion 
of learning/concepts/ constructions that have emerged 
from the data; refinement restatement of 
hypotheses/theories in light of emergent findings; 
evidence that 
alternative claims have been examined) 
 
Discussion of how error or bias may have arisen in 
design/data collection/analysis and how addressed, if 
at all  
 
Reflections on the impact of the researcher on the 
research process  
 
Researcher’s background, 
experiences and perspectives 
stated, and their potential 
influences also mentioned. 
(Section 3.2) 
 
 
 
Possible miss in research 
design acknowledged 
  
 
 
 
Attempt to reflect Taiwanese 
PE teachers’ take-for-granted 
thoughts that underpinned 
their career and professional 
development 
 
 
Research diary utilized to 
record analysis process, 
encountered problems and 
developed solutions; major 
events illustrated in Section 
3.10 & 3.11.1 
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 a) Appraisal 
questions 
b) Quality indicators (possible features for 
consideration) 
c) Notes on study being 
appraised 
1717 1717
 E
th
ics     
What evidence is 
there 
of attention to 
ethical issues? 
Evidence of thoughtfulness/sensitivity about 
research contexts and participants 
 
Documentation of how research was presented in 
study settings/to participants (including, where 
relevant, any possible consequences of taking part) 
 
Documentation of consent procedures and 
information provided to participants 
 
Discussion of confidentiality of data and procedures 
for protecting 
 
Discussion of how anonymity of 
participants/sources was  
 
Discussion of any measures to offer 
information/advice/services etc. at end of study 
(i.e. where participation exposed the need for 
these) 
 
Discussion of potential harm or difficulty through 
participation, and how avoided 
 
Research project approved 
by  Ethical Advisory 
Committee of 
Loughborough University 
by the submission of a 
checklist 
 
A consent form along with 
details of this research 
project (Appendix II) was 
giving to and signed by each 
participant before 
fieldwork. Process reported 
in Section 3.8.3 
 
 
Anonym used for each 
participant. 
 
Ethical issues reviewed in 
Section 3.6.4; relationship 
with participants discussed 
in Section 3.9.2  
 
 1818 1818
 A
u
d
ita
b
ility
 
 
How adequately 
has the research 
process been 
documented? 
 
Discussion of strengths and weaknesses of data 
sources and methods 
 
Documentation of changes made to design and 
reasons; implications for study coverage 
 
Documentation and reasons for changes in sample 
coverage/data collection/analytic approach; 
implications 
 
Reproduction of main study documents (e.g. letters 
of approach, topic guides, observation templates, 
data management frameworks etc.) 
 
Features of the data source 
discussed 
 
Certain research design (i.e. 
number of participant, 
observation and informal 
interview) developed while 
entered the field. Process 
these changes reported.  
 
Except for the first formal 
interview, following 
interview guidelines 
developed as fieldwork 
progress (Section 3.9.1). 
Foci for participant 
observation also discussed 
in Section 3.9.2 
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Dear colleagues: 
Many thanks for taking the time to read this letter. I am writing to inviter you to 
participant in my doctoral research, titled ‘A study of Taiwanese Physical Education 
Teachers’ Professional and Career Development. Information of the research purpose and 
design is provided to enable you to consider whether you would like to participate in the 
research. Please read the information carefully, and feel free to ask any questions. If you are 
happy to be involved in the research, please sign the consent form at the end and return it to 
me. 
 
Research student: Hsin-heng Chen 
Supervisor     : Prof. K. Armour 
 
The introduction and implementation of the new Grade 1-9 Curriculum has had a number of 
impacts upon teachers’ lives and careers. In particular, the quality of the professional 
development available to support teachers to make the required changes has become an 
important issue. I am currently conducting research on PE teachers’ lives and their continuing 
professional development. I am particularly interested in finding out about the most effective 
ways to support PE teachers’ career-long learning. You are a PE teacher and a coordinator for 
the Health and Physical Education learning area, so I would be very interested in hearing your 
views on this topic. 
 The research questions that I will be addressing in my thesis are as follows: 
 
1. How do Taiwanese PE teachers’ engage in professional learning throughout their 
lives and careers? 
2. What is the impact on PE teachers’ learning of the introduction of a new curriculum 
and government policies of professional development. 
3. How can PE teachers best be supported through a career to learn/change/develop in 
the interests of their pupils? 
 
I will be collecting mainly qualitative data using repeated interview and some participant 
observation of professional development activities. The interviews would involve finding out 
about your personal life story in teaching, and I would be very interested in hearing about 
your experiences of trying to implement the new curriculum and any advice you have to offer 
to policy makers. If you agree to participant in the research, I would like to work with you, 
without disrupting your work, for approximately 3 weeks, divided into three one-week 
sections. Specific details are as follows. 
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Each main interview is likely to take one to two hours of your time. The location for the 
interview can be in your school or any other place you would prefer. The interview time 
would be arranged between us within each indicated week and at your convenience.  
 
In order to ensure I gather correct data, all interviews data will be tape-recorded and 
transcribed into word files. Participant observation will be recorded by note taking. There will 
be no video camera used during any observation. All information in relation to you or your 
school will be treated with the strictest confidence and presented as anonymous. Neither 
yourself, your colleagues nor your school will be identified in the research of further 
publication. All data will be stored securely and will be destroyed at the end of the research 
(within a six year time limit). 
 
Your have the right to withdraw from the investigation at any time, without giving a reason, 
and to require your own data to be destroyed.  
I have read this document through, the understand my obligations and rights within this 
research process. This document is signed to give my consent to participant in the research. 
Two copies are made, one for researcher and the other one for participant to keep. 
 
 
         Participant:                      ; Researcher: 
Date:     /     /     .  
Section 1 
26/Nov/07 
To 
26/Jan/08 
1. Introduction to this research and short interview about your current 
working situation and experience. 
2. Informal participant observation about school culture, working 
environment, and your teaching. 
3. Main participant observation: CPD activities 
4. Main interview 1: personal and career development. 
Section 2 
25/Feb/08 
To 
25/Arp/08 
1. Informal participant observation  
2. Main participant observation: CPD or coaching activities. 
3. Main interview 2: involvement in the educational reform. 
Section 3 
29/Arp/08 
To 
27/Jun/08 
 
1. Informal participant observation  
2. Main participant observation: CPD or coaching activities. 
3. Main interview 3: advice on the implementation of the new 
curriculum. 
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老師 
您好，首先感謝您撥空閱讀此信。學生正著手進行以「台灣國民中學體育教師之
生涯與專業發展」為主題的博士論文研究，因為您在體育教學以及新課程推展上豐富
的經歷，祈望能邀請您參與本研究，以學習您寶貴的經驗並聆聽您的建議。 
本研究之相關內容以及配合事項將於內文中說明，以作為您是否參與本研究的考
量。請詳細閱讀內文，如遇不清楚之處歡迎隨時向我提出問題。如果您有意願參與本
研究，請於閱讀後簽名以示同意，謝謝。 
 
研 究 生：陳信亨 
指導教授：Kathleen Armour 教授 
單    位：英國羅浮堡大學 
 
一、研究背景與主題 
九年一貫課程實施以來，對於老師的生活與教學工作帶來的許多方面的影響，而「教
師專業成長」為其中一項重要的議題。學生目前正著手進行有關「體育教師的生活及持
續性專業發展」的研究，希望能藉由您在健康與體育領域方面豐富的實踐與推廣經驗，
找出能有效支持教師進行終身學習的方向。本研究之焦點與研究問題如下： 
 
1. 臺灣之國中體育教師在其生涯歷程中，如何參與或進行專業學習？ 
2. 九年一貫課程介紹以及政府在提升教師能力的政策，對於體育教師專業學習的
影響如何？ 
3. 以學生學習的考量為前提，體育教師如何能在專業學習、改變或發展上獲得最
好的支持？ 
 
 
二、資料蒐集方式與時程 
研究以質性資料為主，包含「訪談」以及對進修的「參與觀察」。訪談內容將涉及
您個人的成長故事及對課程的建議（如下表及附件一）。 
資料蒐集大約分為三個階段，每次以一星期為單位，約兩個月為一次。每次正式訪
談將耗時約 1至 2小時，地點可選在您的學校或其他合適的地方。參與觀察同樣於該週
進行，在不打擾您工作的前提下進行。 
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階段一 
96/11/26~ 
97/01/08 
1.研究相關內容介紹，並簡單的訪談有關過去經歷與現任工作。 
2.非正式的參觀學校、工作環境。 
3.主要參與觀察：進修或研習活動。 
4.正式訪談一：個人生涯發展歷程。 
階段二 
97/02/25~ 
97/0425 
1.非正式參與觀察您的教學或學校體育相關活動。 
2.主要參與觀察：進修、研習或輔導團之輔導活動。 
3.正式訪談：課程改革參與的經驗。 
階段三 
97/04/29~ 
97/01/27 
1.非正式參與觀察您的教學或學校體育相關活動。 
2.主要參與觀察：進修、研習或輔導團之輔導活動。 
3.正式訪談：對新課程實施的建議。 
 
三、資料處理 
為了確保資料收集的完整與正確性，所有的訪談資料將會以錄音進行並「逐字騰
稿」。然而，參與觀察則不使用任何攝影器材，僅以「田野筆記」的方式進行紀錄。 
您所提供的有關您本身或學校的所有資料，將遵從保密原則妥善保管，並以匿名的
方式進行處理及呈現，不論是您或您的同事、學校都不會在本研究成果發表或出版時被
辨認出來，以免造成您的困擾。所有的研究資料將會被妥善保存，並於研究結束後六年
後進行銷毀。 
 
四、研究參與之合作原則 
（一）最低負荷量原則：若感覺有壓力，可和研究者討論，改變方式進行。 
（二）以教師為主：盡量配合您的時間。 
（三）尊重個人隱私與意願：研究過程若有您不願意討論的，可以拒絕回答。 
（四）分享原則：所有整理的資料您都可享有閱讀或複製留存的權利。 
（五）互惠原則：為感謝您的協助，學弟願意盡可能提供相關的協助！ 
（六）終止條件：在研究進行的期間，您有權利於任何時間決定終止參與本研究，同時
求研究者銷毀所有資料，而不需要提供任何理由。 
 
 
 
我已仔細閱讀此份文件，並了解研究過程中我的義務與權利。我簽署此份文件以代表
我同意參與此項研究。此文件將以一式兩份建檔，一份交回研究者，另一份則由研究
參與者保管。 
 
研究參與者：                研究生：                日期：   /   /   .   
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Section 1. Personal and career development (self) 
 Topics for interview Purpose of inquiry 
1-1 Please describe your early childhood and 
family background (place of growth, family 
background, social environment…). 
 
This is to understand the social context 
he or she belong to and the informant’s 
characteristic. 
1-2 What was your experience as students and 
involvement in sports. 
To know how he or she was taught, 
because many teachers’ teaching was 
highly influenced by their early learning 
experience, especially in PE class, sports 
team…  
 
1-3 Please talk about your pre-service training and 
the process of becoming a teacher. 
To understand the informant’s 
professional background and perhaps 
value about PE, teaching, and education. 
1-4 Please describe your first year teaching and the 
follows (any challenges…).  
To understand how has the informant 
grown his or her profession and career 
since the very early stage.  
1-5 Have you had any changes in teaching styles, 
foci, methods…since you became a teacher?  
(if any) 
 
Changes in these aspect could be seen as 
a kind of learning. Those forced he or 
she to change are important influential 
factors, such as: colleagues, students…  
   
1-6 Have you have any significant career change 
(what is your involvements in different duties, 
position…). 
External changes may bring impacts on 
personal priority, career decision…   
1-7 Have you had any life changes that affect your 
work or career (moving, marriage, disease…).  
Life changes are likely to influence, 
positively or negatively, one’s work and 
career development. 
 
1-8 During teaching or working as a teacher, what 
would be the sources of your fulfilments or 
forestations?  
To understand the factors that drive a 
teacher moving forward or down 
throughout his or her life. 
1-9 Changes came along with the new curriculum. 
 
To understand what are the process of 
implementation, and the impacts on 
school system, teachers and students. 
PS: This interview is to understand the informants’ value and process of teaching. The  
privacy out of this study is not necessary to inquire/answer. 
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Section 2. Involvement in the educational reform (the policy)   
Updated 2008-02 
 Topics for interview Purpose of inquiry 
2-1 How did you become a coordinator, why? 
 
Factors (+ or -) force them to do it. 
2-2 Situations relating to the implementation of 
curriculum he or she has reached as a 
coordinator (why and how have teachers 
reacted?) 
To gain a wider view about the 
implementation of new curriculum and 
policies through the informant. 
2-3 Please give your opinions about the policy and 
implementation of the new curriculum. (such 
as: the setting of TLA, integrative curriculum, 
teaming teaching, action research, regulation 
of CPD… ) 
To probe their opinions about certain 
policy. 
2-4 Please describe a ideal PE teacher. (What kind 
of capacity does he or she should have?) 
Their idea of a good PE teacher implies 
their value and directions of CPD.  
2-5 Following the last question, what kind of 
methods can achieve the professional capacity 
you indicated? (doing in-service training, to 
get a Masters degree or even higher, 
self-study, discussing with colleagues…) 
This is to find out the most effective 
CPD for them. 
2-6 Have you noticed any changes of the policies 
or types of CPD? What is the effectiveness of 
them? 
Teachers and school administrations 
may have different interpretations 
toward   
2-7 Have you have any experiences of attending 
useful or useless CPD courses? 
This is to find out their ideas about good 
or bad CPD courses through their 
personal experience. 
2-8 What kind of methods or policies can 
encourage, help or press teachers to keep their 
CPD going? (What supports do teachers need? 
What are their priorities toward work?) 
 
PS: This interview is talking about both your own experiences and the situation you saw as a 
coordinator.  
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Section 3. Suggestions toward PE teaching or curriculum 
Updated 2008-06  
 Topics for interview Purpose of inquiry 
3-1 According to your understanding, how has the 
‘indicators of competence’ been used in your 
or others PE teaching? Why? How do you 
think about the indicators? How do you apply 
it in your teaching or designing curriculum? 
(If you rarely or never use it, please go to the 
next question) 
This is to exam the indicators itself and 
the process of introduction. 
Although some teachers might have 
their ideas about how to apply it 
(provide examples), most of them may 
have different thought. 
3-2 In your idea, what are the most important 
values in PE teaching? What kind of learning 
experience you would like to provide for 
students? How do you design your teaching 
activities, program or curriculum? 
This is to probe their priority of 
teaching. I thought their idea of ‘good 
teaching’ is connected to their decision 
of CPD involvement.  
3-3 When you want to improve your teaching, 
what would you do? (What is your personal 
method, procedure or stratagem for it?)    
This is trying to find out how PE 
teachers seek to develop their 
profession. 
3-4 In your everyday working, while you want to 
sustain the quality of teaching or try something 
new, what kind of assists you would need, or 
suggestion you would make?  
(In the aspect of colleagues, school 
administration, academic, CPD providers, 
policy makers… and so on) 
The supports teachers need could be 
from many sources. It will be discussed 
in two ways: received and wanted. Also, 
their suggestion would refer to their 
difficulty in teaching or CPD. 
3-5 Let us move back to 2001 when the Grade 1-9 
curriculum published. How was the whole 
policy of curriculum implemented in your 
school, and what was the impact came along 
with ‘step by step’? 
Questioning the implementation of 
Grade 1-9 Curriculum step by step 
would be a better way to find out the 
previous ‘impact’, since PE teachers 
rarely talk about it now… 
3-6 Others (specific questions to each participant)  
 
 
 
